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Abstract
This thesis is based on a study examining possible inter-relationships between 
attitudes, motivational orientations and drive, on the one hand, and achievement 
scores on the other hand in a Jordanian sample of homogeneous (in terms of cultural 
and educational background and age) male and female secondary level EFL students 
aged 15-18 over a two-year period. The study further aims to analyze the possible 
effects of some variables on EFL attitudes, motivation and achievement scores, with a 
view to identifying any differences between male and female students as well as 
between students pursuing an Arts-based or Science curriculum. Since there has, for 
some time, been a clear acknowledgment in the SLA research literature of the 
importance of attitudes and motivation investigating these factors in a range of 
contexts and considering different variables might better highlight any differences of 
findings, regarding the roles of attitudes and motivation in target language learning
processes.
\
The data for the study were collected in two ways. The main source of data is a 
questionnaire based on Gardner’s (1985) AMTB (Attitude/Motivation Test Battery), 
which was distributed to 270 students on three occasions (September 2004; April 
2005; April 2006); supplementary data were gleaned from follow-up interviews with 
a sub-set of the students (n=18), and interviews were also conducted with the teachers 
(N=3 in stage 2; N=2 in stage 3). A mix of quantative and qualitative methods was 
used to analyse the data. The students' EFL achievement scores were also obtained at 
the end of each stage.
The findings raise some interesting issues regarding the correlation between
ii
attitudinal and motivational measures, on the one hand, and EFL achievement scores 
at the secondary stage, on the other. The main finding is that favourable attitudes and 
high motivational drive were not determinants of success in this Jordanian context for 
that sample of students since a negative correlation was found at stage 1 of the study 
and no evidence of any significant correlation between these affective variables and 
achievement scores was revealed at the other two stages 2 and 3. In fact, this result 
contradicts most research findings based on SL learning context in which positive 
correlations have been found between these variables. With regards to motivational 
orientation, instrumental orientation is shovm to be dominant in the Jordanian EFL 
context; however, integrative orientation turns out to be a better predictor of 
achievement scores than instrumental orientation, at least in stage 1: no significant 
correlations were found between either instrumental or integrative orientations and 
achievement scores at the later two stages. The results further reveal some differences 
in attitudes and motivational orientations and drive between genders and branches of 
study.
Students’ interviews show that internal factors (e.g., effort and interest in learning FLs) 
and external factors (e.g., poor teaching environment and lack of qualified teachers, 
parental encouragement) affect students' EFL attitudes and motivation in the 
Jordanian context. The study, therefore, may highlight the important role of teachers 
in shaping and developing students' EFL attitudes and motivation since they (the 
teachers) are the main source of input in such a FL context.
The possible implications of, and recommendations from these findings (mainly 
pedagogical) are also discussed.
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Introduction
Chapter One 
Introduction
1.1 Background
Learning a foreign language supported by formal tuition is a common occurrence in 
the modem world. Learning languages facilitates communication and cultural 
interaction between different peoples and nations. Alatis (1976: 452) believes that the 
views of individuals who speak just one language are “provincial, parochial, and 
naive”. Within Applied linguistics, second language acquisition (SLA) research has 
focused on the attributes of success and failure in learning new foreign languages. In 
this respect, researchers have been mainly concerned with:
... why some people learn a foreign language quickly and thoroughly 
while others with the same opportunities fail to learn.
(Schumann, 1975: 209)
Learning a language involves complex learning processes in which a group of 
variables or factors works together and leads to the disparity in the rate of language 
learning success among learners. Many core factors (e.g. intelligence, aptitude, 
attitudes, motivation and anxiety) have been proposed in order to find satisfactory 
explanations for this phenomenon. To put this in a systematic way, Shakshir (1996) 
has summarised Izzo's (1981) three main groups of factors as follows: linguistic 
factors (relates to LI and L2 and their features), situational factors (e.g. the context of 
learning and effort), and personal factors (e.g. intelligence, attitudes, motivation and
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demographic features). Among these factors, research into L2 attitudes and 
motivation as psychological variables -initiated in 1950s- has received a particular 
consideration since researchers claim to be able to “determine the extent to which 
individuals will actively involve themselves in learning the language” (Gardner, 1985: 
56). It is even argued that motivated students might outperform those who are 
unmotivated regardless of their language aptitude and intelligence. On this matter, 
Domyei (2002: 6) posits that:
... learners with sufficient motivation can achieve a working 
knowledge o f an L2, regardless o f their language aptitude, whereas 
without sufficient motivation even the brightest learners are unlikely 
to persist long enough to attain any really useful language.
Here, motivation, as an inner drive, works as the supplier of the initial drive and 
stimulus to start learning, and it is also the incentive to persist during later stages; in 
addition, it has an influential role on different factors of L2 learning (e.g. to continue 
language study) which, to some degree, relate to motivation (Domyei, 1998). 
Motivation is thus viewed as determiner of human behaviour since it energises and 
directs it (Domyei, 1998). Motivation is always a personal and individual matter since 
it differs from one individual to another.
Having positive attitudes and high motivation toward L2 teaming is assumed to lead 
to language teaming success (Spolsky, 1989) taking into consideration that the 
process of L2 teaming not only involves learning the purely linguistic aspects of that 
language. To put it more simply: “the acquisition of a second language [. . .] is also 
the acquisition of a second culture” (Brown, 1987:123). It is reasonable to assume that 
the more individuals accept the L2 culture, the better their L2 teaming outcomes
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might be. Only highly motivated learners who possess favourable attitudes will have 
an interest in L2 culture. To be more specific, mastering a new language is mainly 
contingent on learners’ beliefs about and attitudes toward the other ethnolinguistics 
groups, desire to acquire the distinctive features of that group in addition to learners’ 
language aptitude (Lambert, 1974).
The extensive body of research on attitudes and motivation launched last century 
aimed to explore the impact of these factors on L2 learning and their relationship with 
other variables. Briefly, tracing research with a focus on dealing with these concepts, 
attitudinal and motivational research has moved generally from studying individuals’ 
needs and disposition toward different objects (the psychological perspective) to SLA 
research. In SLA research, attitudes and motivation toward L2 learning are 
investigated through the social-psychological, cognitive and recently educational (the 
effects of these variables on learning in the classroom) perspectives. However, there is 
general agreement that these are complex concepts and no one model or approach can 
capture their inherent nature (see for instance Ellis, 1985). Research in this area has 
reached an advanced stage and there has been a need for new trends and approaches in 
dealing with attitudes and motivation in SLA.
With respect to terminology, there is a need to draw a distinction between 
‘motivational orientation’ and ‘motivational drive’ since the term ‘motivation’ alone 
might be misunderstood in some contexts. Briefly, ‘motivational orientation’ concerns 
the goals that individuals seek to achieve, while ‘motivational drive’ refers to the 
effort and persistence that individuals show to achieve goals.
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As for my study, it aimed to investigate the impact of attitudes, motivational 
orientation and drive and some other measures on achievement of English as a foreign 
language (EFL) among secondary school students in Jordan, specifically in Ma’an 
city. It traces change in attitudinal and motivational attributes of English learning at 
three different points of time.
1.2 Rationale, Significance of the study and Objectives
The strength of the relationship between attitude, motivational drive and language 
achievement has been shown in a number of research studies (e.g., Gardner, 1985). 
Investigating these individual differences in diverse contexts and considering different 
variables can extend this body of research by highlighting any differences regarding 
their roles in target language learning processes in new contexts. On this matter, it is 
claimed that motivational drive, for instance, usually depends on cultures in which 
people in different contexts have different reasons for learning new things, and this 
suggests the difficulty of providing a general framework of motivation for all cases 
(William, 1994). In other words, motivation differs from one individual to another and 
the social context has some impact upon the motivational orientations for learning a 
language. Given that the nature of motivation and its importance might differ from 
one context to another, studying attitudes and motivational orientation and drive in an 
Arabic context might reveal the particular features of this place. In fact, from the 
reviewed literature (Chapter 2), most research studies in this field have been
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conducted in the Canadian and European contexts, although some recent studies have 
been carried out in different parts of the world, including the Arabic context.
All studies reviewed in the Arabic context either target university students (Zughoul 
and Taminian, 1984; Malallah, 2000) (unlike my study sample of secondary school 
students) or aim to achieve goals which are different from the present research (e.g. 
Lori and Al-Ansari, 2001), as we shall see in Chapter 2. Examining attitudes, 
motivational orientation and drive and their relationship with achievement in 
secondary schools in Jordan (as one of the Arabic countries) will therefore extend the 
context of research, adding new contributions to the body of knowledge in the area of 
attitudinal and motivational research among this age group of learners in Jordan. 
Furthermore, in spite of the fact that all Arab countries share the same language 
(albeit with considerable regional variation) and religion, the factors of political, 
economic and even some cultural beliefs that affect each context are different. The 
impact of these factors on the Jordanian context is presented below (in section 1.3).
As for the sample of this study, exploring attitudes and motivational orientation and 
drive among secondary school students rather than young children or university 
students in an Arabic context might have a distinctive importance, taking into account 
that this educational cycle is a transition between school education and university 
education. This cycle is said to be a decisive stage since students' academic and 
vocational futures depend on the performance during this transitional period. Hence, 
some particular issues related to students' attitudes and motivational orientation and 
drive (and the other measures used) might appear during this period. It appears that 
exploring these affective variables (attitudes and motivational orientation and drive)
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and their association with language achievement would help in reaching a level of 
understanding of the students’ needs with implications for possible ways of 
maintaining and enhancing their attitudes and motivational orientation and drive in 
that chosen context. The present study is also an attempt to understand the main 
problems which Jordanian students face in learning EFL taking into consideration the 
generally agreed weaknesses among learners of English (in school or university), by 
discovering the relationship between the aforementioned variables and EFL 
achievement scores. In this respect, reviewing some Arabic-based studies, Rababah
(2003) refers to this problem among English language majors graduating in Jordan. 
The students’ command of English both at schools and universities is not satisfactory 
or as desired in this context according to Rababah. It seems that this unsatisfactory ‘ 
level might be ascribed to learners’ perception of and attitudes toward the learning 
context and teachers since English is mainly used in the educational context in Jordan. 
Accordingly, it is hoped that the findings of the present study can be used to direct 
educationalists and teachers to use more effective educational policies by putting 
theory into practice in the classroom context.
A further significant feature of my study is that it is based on a longitudinal research 
design. Reviewing the literature (see Chapter 2), most of the methodological 
approaches used in the studies identified are based on a cross-sectional design. The 
cross-sectional approach to research is preferred, as it does not require any planning 
over a period of time. However, the direction of the relationship between variables 
cannot be deduced from a single measurement (Kuhlemeier et al. 1996) and how 
variables affect learning evolves over time (Larsen-Freeman, 2001). It seems that 
there is an urgent need to investigate students’ attitudes and motivational orientation
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and drive over a period of time. In the last two decades, the importance of 
investigating the development of motivational orientation and drive has been one of 
the new trends of research in this area. In this respect, Domyei (2001: 195) has also 
referred to a shortage of longitudinal studies:
Regrettable, as the relative absence o f longitudinal studies in L2 
motivation research indicates [ ...]  most scholars would agree that 
longitudinal studies can offer far more meaningful insights into 
motivational matters than cross-sectional ones.
Some recent research studies have been conducted using this longitudinal approach in 
a range of study contexts. It should be noted that these studies were either based on a 
one year study (see Samimy and Tabuse’s [1992] study) or were conducted using 
sample groups of different levels over a certain period of time in order to trace change 
over these different levels. Applying the study on different group levels as a kind of 
longitudinal study was one of the characteristics of Gardner's research (one of the 
main contributors to motivational orientation and drive in research) mainly carried out 
in the Canadian context (see Gardner, 1985). Accordingly, it is worth mentioning that 
the period of time of these studies is less likely to show clear changes (positive/ 
negative; increase or decrease) in attitudes and motivational orientation and drive 
compared to a longer period. Given that my longitudinal study was accomplished in 
three different stages over two consecutive years adds further significance to my study.
Although longitudinal studies are becoming more common in this area of research, it 
appears that there is a lack of this kind of study tracking changes in attitudes and 
motivations toward learning EFL conducted in the Middle East (in particular in 
Jordan). Most of the longitudinal studies identified were done in Western countries.
7
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Compared to other countries, these societies are said to be multilingual and 
multicultural with many minority groups. It is to be expected that results may be 
different in multilingual societies, as many factors contribute to modifying
5
individuals’ attitudes and motivational orientation and drive toward L2 learning (e.g. 
direct contact with the L2 community). In brief, as far as I am aware, my study will be 
the first longitudinal study which has been conducted in the Middle East, specifically 
in Jordan, using secondary school students.
From research reviewed in the following chapter, it can be noted that there are not 
many qualitative studies in L2 motivational research, although some newer studies 
have a tendency to use this approach as a way of investigating motivational drive in 
order to give motivation a comprehensive and broader view (see Domyei, 2001). 
Considering these issues, in addition to using a questionnaire survey to collect 
quantitative data, interviews have been used as a supplementary method of data 
collection in the current research. My study therefore has both qualitative and 
quantitative techniques for exploring L2 attitudes and motivational orientation and 
drive:
A combination o f qualitative and quantitative designs might bring out the 
best o f both approaches while neutralising the shortcomings and biases 
inherent in each paradigm.
(Dom yei, 2001: 242)
The underlying aim of the interviews in this study is to elaborate on the questionnaire 
findings with regard to attitudes and motivational orientation and drive toward 
teaming EFL, as well as their association with achievement in English. As Asraf
(2004) has pointed out, interviews reveal more about students' feelings in teaming
. Introduction
English than can be known from a questionnaire. To put it differently, in qualitative 
research, motivation is described in terms of beliefs and patterns o f thinking that 
determine students’ involvement in the learning process rather than as a measurable 
activity (Ushioda, 2001). This means that interviews can provide greater insight into 
the inherent nature of L2 learning motivational drive. Thus, basing the study on two 
types of data is likely to add to the value of the outcomes of this study.
Lastly, before stating the main objectives of this study, it should be noted that the EFL 
achievement scores collected for purposes of the study were obtained from the 
Ministry of Education (results of the Ministry exam for the secondary cycle also 
called the secondary certificate exam or Al-Tawjehi exam). Students’ acceptance at 
university and their choice of study major will depend mainly on the outcomes of this 
exam. It is worth mentioning that students must pass their school exams at each 
semester in the 12^*^  grade before attending the Ministry exams at the end of each 
semester\ If they are unsuccessful in their school exams, they are not allowed to 
attend the Ministry exams. Nevertheless, only grades obtained in the Ministry exam 
are counted for the total grade at the end of school education. Thus, as mentioned 
earlier, this grade (11^  ^ grade, 15-18 years) is a very critical educational point for 
students, who usually experience anxiety in preparing for the exam throughout the 
year, providing an opportunity to study the change and development in students’ 
attitudes and motivational orientation and drive before taking the mentioned exam. 
This also adds value to the present research, in view of the fact that other studies were 
based on achievement scores obtained from school records or on scores obtained from 
some tests used for a different study.
' Ministry exams are usually held in one month after sitting for the school final exams at the end of 
each semester (12‘*’ grade).
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Drawing together the features of the research study described above, the objectives 
can now be summarised. The objective is to examine possible inter-relationships 
between EFL attitudes, motivational orientation and drive and language achievements 
in a Jordanian sample of homogeneous (in terms of cultural and educational 
background and age) male and female secondary level students over a period of time 
(two consecutive years) following students from the age of 15-18 years. Specifically, 
the study was conducted in Ma'an city, the choice of this precise context being mainly 
guided by the familiarity of the researcher with the location where the data was 
collected. With regard to the choice of sample, secondary school students’ attitudes 
and motivation (orientation and drive) might be different from those of young and 
adult learners taking into consideration the psychological and cognitive changes that 
influence this age group. Adolescents, compared to adults, are "more open to what is 
new and unusual" as they have not usually, at this age period, completed their 
development of norms and ways of belief and behaviour, and their approach to life is 
not yet definitely determined (Arnett, 2002: 774). For this reason, it is believed that 
examining the affective variables for this group at this transitional cycle would 
generate some interesting and useful findings.
The study also aims to identify any possible differences between sexes and branches 
of study i.e. whether the students are specialising in Science or Arts as main variables 
in the study regarding students’ attitudinal and motivational attributes of learning EFL. 
Branches of study as one of the main variables may reveal issues linked to the 
differential development of attitudes and motivational orientation and drive for the 
chosen age group. The branch of study variable was not commonly considered in 
attitudes and motivation research compared to sex variable.
10
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Additionally, this study outlines possible changes in attitudes and motivation at three 
points of time and their correlations with EFL achievement scores during the two-year 
study period. The research seeks to identify the factors that have the greatest influence 
on secondary school students’ attitudinal and motivational attributes, and then on 
achievement, that characterise the whole study. It should be mentioned that these 
factors are investigated through the interviews.
1.3 The Jordanian context
Nowadays, English as a lingua franca plays a vital role in different aspects of life and 
is a tool for communication and transferring technology and sciences. It is a broad 
window through which much of the world can be viewed.
In Jordan, English as the second language spoken in that context has limited uses, 
mainly in the educational context. Taking into consideration the distinction between 
L2 learning contexts (see Oxford, 1996), English is considered to be a foreign 
language (FL) rather than a second language (SL) in Jordan because it is used for 
specific purposes and Arabic is the main language used for daily communication. 
English is taught in Jordan as a compulsory school subject from the first grade in 
public and private schools and is also an indispensable and compulsory subject in 
colleges and universities for all university majors. Until seven years ago, however, 
English was only taught from the fifth grade. But as a result of recent developments
 ^ To view details, see Jordan country profile on
http://www.fco.gov.uk/servlet/Front?pagename=OpenMarket/Xcelerate/ShowPage&c=Page&cid=1007 
029394365&a=KCountryProfile&aid=1018535849672 (accessed on January 2008)
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and changes in educational policy, English is now taught from an earlier age. English 
is also the language of business, some governmental institutions, hospitals, media, 
Internet, and so on.
With regard to language learning in the Jordanian context, it is clear that L2 
motivation is affected by some complementary and inconsistent social factors 
(Kaylani, 1996). This context is said to be a conservative Islamic society in which 
individuals submit to many cultural beliefs and social norms in addition to religious 
values, i.e. men and women in this society are brought up in a way to prepare for their 
future role. On this matter, it has been shown that the norms and perspectives of social 
groups have an impact on individuals’ attitudes, which are directed and modified 
according to the general perspectives of the social groups (Siegel and Siegel, 1957; 
cited in Green, 1977). In Jordan, men are expected to take responsibility for their 
families whereas women are generally expected to think about their social role as 
future wives and mothers for new generations. Relating this issue to language 
learning, it is possible the attitudes and motivational orientation and drive of the male 
students for L2 learning will be distinguished from those for female students since:
they are under greater pressure than female students to pass 
English courses in order to gain admission to the university, establish 
a career for themselves, and thus assume their socialized roles as leaders 
o f the society and caretakers o f their families.
(Kaylani, 1996:87)
Accordingly, male individuals often aspire to get better jobs. Considering this cultural 
context, male and female students' attitudes and motivational orientation and drive 
may be influenced by different attitudes at a decisive secondary educational cycle. In
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other words, the study might show the differential development of affective variables 
by gender, taking into consideration the effect of some of these cultural beliefs. 
Another interesting issue regarding Arab men, unlike Arab women, is that they have 
the authority and freedom to do whatever they like and their behaviours are acceptable. 
For this reason, Abu-Rabia’s (1997) study in the Canadian context showed that Arab 
girls were more open to their own society and wanted to integrate than boys who were 
more conservative and preferred to adhere to their own culture and values; this desire 
for integration resulted from the social norms which encourages involvement in 
society for all.
As for political and economic aspects, specifically the history of Jordan and the 
current situation in the Middle East, Jordan has witnessed many difficult stages since 
the beginning of the last century (particularly since the 1920s). Jordan was under 
British colonisation for more than 20 years^ after the First World War. The strategic 
location of Jordan, with other countries bordering it, has meant that it has been at the 
centre of many political issues (e.g. the invasions of Iraq in 1990 and 2003). With 
regards to the economic side, Jordan cannot be considered as one of the rich countries. 
This means that it is not a multicultural context as it does not attract non-Arabs for job 
opportunities, compared to Gulf countries. Relating this brief background to my 
current study, English is considered the language of the powerful countries and 
English is mainly used in certain contexts. This means that the factors that influence 
students' success in learning English in this context and have impact on shaping 
attitudes toward this language are likely to be different from the factors found in other 
Arabic contexts. Overall, it appears that, as Gardner posited (2006:240),
 ^The Jordanian Independence Day was on the 25*^  o f  May 1946. For more details, please visit this link 
http://www.kinghussein.gov.jo/his_transjordan.html
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environmental and contextual factors such as ‘beliefs in the community', ‘life 
experiences’ and ‘educational objectives and experiences’ explain individual 
dissimilarity and variation in motivation. Usually, an individual’s behaviour “is a 
result of their cultural understanding of that situation and their culturally-based choice 
of action" (Zafar, 2001: 128). In order to understand motivations of individuals, as 
Zafar argued, there is a need to know about the cultural, social and contextual factors 
that affect them. In the Jordanian context, people tend to submit to cultural norms and 
religious beliefs in their normal life, which might differ from other cultures in other 
contexts.
In order to underline some issues regarding the context of this study and the selection 
of the sample, the educational system in Jordan will be briefly described. The system 
is divided into two main cycles: basic to 10^*^ grade) and secondary (ll/^ and 12* 
grades). The basic (or primary) cycle consists of ten years of compulsory free 
education whereas the latter consists of only two years of instruction. The secondary 
cycle is considered to be a transition phase between school and university education; 
students enrol either in the 'comprehensive secondary cycle' (academic or vocational) 
or the 'applied secondary education' (which prepares students to be qualified manual 
workers).
The choice between these types of branches of study depends greatly on students' 
grades in the last three years of the primary cycle at state schools. The curriculum for 
the academic schools consists of Science, Arts, Islamic Studies (Shara'ah) and 
Information Management. Studying English is compulsory at the secondary cycle, 
although there are major differences in the curriculum for each stream. The students
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focusing on Science and Arts academic branches are the target for this research. In 
fact, the majority of students in academic comprehensive secondary schools would 
like to be streamed into these two rhain divisions, i.e. Science or Arts as this gives 
them more chances to study a range of majors at universities than Islamic studies or 
Information Management. For the purposes of the present study, students specialising 
in Islamic Studies were excluded because the curriculum is based on Islamic teaching, 
so that students of this branch enrol in Islamic Studies majors at university as well, 
meaning that L2 learning tends not to be of a great value for them. The fourth 
academic branch, i.e. Information Management, is a new stream that has been 
launched recently after the first stage of my research had been completed. The 
vocational comiprehensive secondary cycle branches such as agricultural, nursing, 
industrial, commercial, home-economics education, and hotel management were not 
also considered in the study given that vocational students have limited choices for 
their future career, which is far from the variety of academic fields of study.
In brief, the main aims for conducting a longitudinal study based on a combination of 
quantitative and qualitative methods in Jordan were: to find out the correlations 
between affective variables and EFL achievement, to trace changes over three periods 
of study and to identify changes in affective variables according to gender and branch 
of study.
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1.4 Structure of Chapters
Chapter one, ‘Introduction’, gives some general background to the study and 
identifies its rationale and significance, as well as the context and main objectives. It 
also draws attention to the structure of the research.
Chapter two, ‘Literature Review’, presents an overview of research into the key 
concepts of the study ‘attitudes’, 'motivational orientation’ and ‘motivational drive' in 
social psychology and SLA: their definitions/descriptions, their posited components, 
and their relationship to L2 proficiency. It focuses on the current extensive work on 
this area of research and the most important theoretical trends. In this chapter, only 
the theoretical background with respect to studies of motivation is extensively 
reviewed, as attitude is treated as part of motivation. A summary of previous and 
recent research studies which have investigated attitudes and motivational orientation 
and drive in different contexts of study, especially in the Arab context, is provided. 
Reference is also made to the importance of students’ and teachers’ motivational drive 
in the classroom context, as crucial issues for the present study. This chapter aims to 
review the large body of attitudinal and motivational literature and highlights 
shortcomings among most of the reviewed studies to provide the impetus for my 
study.
Chapter three, ‘Research Methodology, Subjects’ Profiles and Procedures’, gives 
details about the research questions and hypotheses, subjects’ profiles, methods, 
procedures for data collection and approaches for the data analysis. Since the study is
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based on three stages of investigation over two continuous academic years, the 
measurement approaches and procedures for each stage are defined and described.
Chapter four, 'Findings: Presentation and Analyses’, is mainly devoted to presenting 
the research outcomes over the three stages of the study. Each stage is presented 
separately to highlight its findings, and then a comparison is made between all three 
stages at the end of the chapter to trace any changes in the investigated factors.
Chapter five, ‘Discussion’, is an analysis of the main findings and is an attempt to 
integrate the outcomes of this study with the reviewed literature.
Finally, Chapter six, ‘Conclusion and Recommendations’, reviews the aims of the 
research, bringing all the main threads of findings together and highlighting their 
implications for the Jordanian context. Some recommendations are suggested at the 
end for further future research. It is likely that some recommendations and 
implications in the chosen context of the study will be transferable to similar 
Jordanian contexts, leading to a better learning process.
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Chapter Two 
Literature Review
2.1 Introduction
Learning a new language takes place amidst an interaction of a group of contextual 
(e.g., L2 status in the host context), educational (e.g., learning strategies and teaching 
methods) and personal factors (e.g., aptitude and motivational drive). These factors 
have impact on language learning success. As mentioned in Chapter 1, attitudes and 
motivational drive have been extensively researched in SLA for their impact on 
degree of success in L2 learning. To be more specific, motivational drive influences 
“the rate and success of SLA” (Ellis, 1985:119). Success in learning a language 
requires more than linguistic competence, it is “learning to be another social person” 
(Crookall and Oxford, 1988: 136). In other words, learning another language implies 
developing a new identity since learners acquire certain features of the target language 
group. In this respect, Williams (1994:77) refers to the dimensions of acquiring a new 
language:
The learning o f  a foreign language involves far more than simply learning 
skills, or a system o f  rules, or a grammar; it involves an alternation in self- 
image, the adoption o f new social and cultural behaviours and ways o f 
being, and therefore has a significant impact on the social nature o f  the 
learner.
Since L2 learning is a complex process, having favourable attitudes and high 
motivational drive toward the new language is shown to be one of the conditions for 
success. Being highly motivated in L2 learning can guarantee the acquisition of the 
required communicative skills of any language. Highly motivated individuals have an
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internal drive to improve their command of the target language. Lennon (1993: 41) 
has summarised Smith's (1972) classification of what he regards as the main three 
functions of language from an L2 perspective: the communicative (normal and simple 
uses of language), the integrative (integration and assimilation with the second 
community group), and the expressive functions (reaching high levels of language 
acquisition in which individuals use the language to satisfy psychological 
requirements). Since the highest expressive function requires a high level of language 
competence (Smith, 1972), it might also require high motivational drive. Normally, in 
a FL learning context such as Jordan, the first communicative level is the one that 
most students are expected to reach considering that English is not frequently used for 
communication. The level of language function actually mastered is likely to depend 
on learners' motivational drive and the status of the target language in the learning 
context. Put differently, learners in the Jordanian context might value learning English 
the main foreign language used in the context compared to learning other World 
languages in spite of the fact that learners do not have a direct communication with 
English speakers.
Since the integrative and expressive functions are most likely acquired by direct 
contact with the target language group, i.e. staying in the target language society, it 
appears that the exclusion of these functions could possibly lead to failure in obtaining 
the characteristics of that community as Coleman's (1995) study showed. He noticed 
that many of the German and French learners who dwelt in the target language 
community lost their previous desire to live in that community and he attributed this 
change to the negative experience of life they might have found in the community. 
Sometimes perceptions of native speakers might have some influence on language
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learners. For instance, Lambert et al. (1965) was an evidence of the effect of the target 
language group on language learners. The sample of secondary Jewish and Arab 
school students listened to bilingual speakers who recorded a passage in both Arabic 
and Hebrew. Results revealed that Jewish students rated Arabs negatively in humour, 
friendliness, and honesty characteristics. In a similar way, the traits such as 
intelligence, self-confidence, good-heartedness, friendliness, and honesty were 
negatively evaluated by Arab students while assessing Jewish speakers.
The review of literature presented in this chapter is devoted to developing a 
conceptual understanding of the variables of this research i.e. attitude, motivational 
orientations and motivational drive and their role in L2 learning. This chapter sheds 
light on the attitudes and motivational orientations and drive by focusing on their 
definitions, components and measurement tools used in research to examine them. 
The previous and recent studies in this area of research conducted both in other 
contexts of the World and in different Arabic contexts are also described with the aim 
of highlighting some shortcomings in previous research and showing the need for new 
research studies.
2.2 Attitudes
2.2.1 Attitudes: Definition, Components and Measures
Attitude is one of the most predominantly used terms in social and psychological 
sciences (see Lemon, 1973) and SLA research. In social and psychological science, 
identifying the effect of individuals’ attitudes toward certain objects on their
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behaviour toward this object has been a core concern. Similarly, in SLA, research has 
aimed to show the impact of attitudes on individuals’ behaviour while learning. On 
this matter, it is posited that attitudes work as input or output since they either lead 
individuals to perform in certain ways and affect their achievement or are the outcome 
of their behaviour (Baker, 1992). This means that they are sometimes formed 
according to behaviours. Basically, it is reasonable to assume that positive attitudes 
lead to positive outcomes and behaviours (see Fishbein and Ajzen, 1975), especially 
in L2 learning (we return to this in section 2.1.3 below).
With regard to the definition of ‘attitude’, many attempts were found in the research 
literature dating from early last century (e.g. Allport, 1935); the difficulty of 
conceptualising this construct was acknowledged even then. It is difficult to find a 
common definition of attitude among researchers (Fishbein and Ajzen, 1975; Allport, 
1967). Reviewing all definitions presented, it seems that Eagly and Chaiken’s (1993:1) 
definition is the most comprehensive, as it includes all components of attitude (stated 
below) and refers to the evaluation continuum of favourable and unfavourable 
attitudes toward certain objects:
Attitude is a psychological tendency that is expressed by evaluating a 
particular entity with some degree o f favor or disfavour [...] 
psychological tendency refers to a state that is internal to the person [...] 
Evaluating refers to all classes o f  evaluative responding, whether overt or 
covert, cognitive, affective or behavioural.(ltalics in the original)
Put differently, attitude is an internal organised process (power) that influences 
individuals' responses toward objects, positively or negatively. Certain features have 
been assigned to ‘attitude’ reflecting on the nature of the concept (see Baker, 1988).
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First, attitudes are learnt, and there is a possibility to adapt them with experience. 
Given that attitudes are open to change, the change in attitudes is usually moderate. 
However, attitude is considered by some researchers to be static (e.g. Lemon, 1973). 
Second, attitudes are responsible for an individual’s behaviour in different contexts. 
Since attitudes might change as a result of individuals’ experience, it is reasonable to 
assume that this change will have an impact on behaviours and actions.
Third, attitudes have affective and cognitive components and “favourability” and 
“unfavourability” in attitudes are scalar. The cognitive component of attitude reflects 
beliefs and thoughts about a certain object, while the affective aspect shows the 
feelings toward that object. In research, readiness for action which concerns behaviour 
and the intention to behave in a certain way toward objects was also added as the third 
component of attitudes. Figure (2.1) below shows the three components of attitudes.
Figure 2.1 Components of Attitudes (adapted from Baker, 1992:13)
Attitude
Readiness for 
ActionCognition Affect
Identifying three components of attitudes might be proposed in. order to make it easy 
to understand the nature of attitudes and how they influence behaviours. However, not 
all researchers agree with this perspective. Stahlberg and Frey (1996) suggest that
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there are two main approaches: the first approach (cf also Baker, 1992) concerns three 
components, cognitive, affective, and conative/behavioural (see, for instance, 
Rosenberg and Hovland [I960]) in which the three components work together to 
affect certain responses toward objects. On the other hand, the second approach 
proposes that attitudes and evaluations can only be expressed through the affective 
component of attitudes. As to these two approaches, the first approach seems to be 
broader since it is expected that individuals are likely to behave according to their 
hidden beliefs and experiences and their feelings, and this might lead in turn to an 
intention to behave in a certain way toward a specific object and in certain situations. 
In this context of two possible approaches, the nature of attitude seems ambiguous 
and there is difficulty in defining its scope. Part of this difficulty is related to methods 
of measuring attitudes. While for some researchers only the affective dimension 
reflects the nature of attitude (Fishbein and Ajzen, 1975; Shaw and Wright, 1967), for 
others all three components should be measured (Cooper and Fishman, 1977). 
Rokeach (1972) adopts a different perspective and argues that attitude can be 
examined by either measuring all the previous components or any one of them, on the 
grounds that there is a strong link between the components (for review see Els et al, 
1984). However, measuring attitudes according to the mentioned components seems 
to be difficult in empirical research:
While the division into cognitive affective and conative components 
may have some heuristic value, such a trichotomy is not readily 
apparent at an empirical level.
(Lemon, 1973: 17)
Still, there were some attempts to measure attitudes and different methodological 
approaches developed for this purpose in research, e.g. self-report and direct measures.
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With a brief review of these methods, Thurstone’s measures (the first measurement), 
which were originally used to assess and evaluate attitudes toward religion, were 
applied by giving respondents statements to express their degree of agreement on each 
one by choosing certain numbers. The Likert scale (1932 cited in Green, 1977), which 
is widely used in current research to measure attitudes, requires opinions to be 
expressed regarding different statements by selecting scores which range in a 
continuum of scores between strongly agree to strongly disagree. The Likert scale has 
proved to be an efficient measure (among the other measures of attitudes) and it can 
be easily applied and processed in data analysis. Also used was Guttman and his 
collaborators’ “scalogram” (Stouffer et al 1950, cited in Green, 1977), in which 
different items are presented in a certain sequence according to the degree of their 
acceptance (“easily accepted” to “accepted with difficulty”). The fourth method is 
Osgood’s and his colleagues' (1957, cited in Green, 1977) ‘semantic differential’ in 
which words are presented on a semantic basis of seven scales. The semantic 
evaluative words are selected according to certain clusters (evaluative, potency and 
activity). In addition, other techniques were also used in research studies other than 
these four such as observations and unobtrusive techniques (physical indictors and 
archives). The fact that 'attitude' (the abstract concept) is difficult to measure has led 
to this wide range of methods, regardless of their shortcomings, to show individuals' 
beliefs (see figure 2.1) regarding certain objects.
On the basis of what has been reviewed, there is disagreement in the research 
literature regarding the components used to define attitudes. In addition, it appears 
that the affective component is widely used in measuring attitudes as most 
measurements (e.g. Likert scale) have been based on this component. Still, this claim
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regarding the affective perspective cannot be generalised given that attitude is one of 
the most elusive constructs presented in research (e.g. Ellis, 1985).
2.2.2 Attitudes and Behaviours
As stated in the previous section, the difficulty of conceptualising attitudes in research 
has been partly attributed to the difficulty associated with measurements of this 
construct. Another reason for this problematic issue relates to the nature of the 
relationship between attitudes and behaviour and finding a proper framework to 
present the link. Fishbein (1967) has argued that the complex nature of attitudes has 
made the relationship between this construct and behaviour unclear. It is assumed for 
instance that an individual’s behaviour can be predicted based on knowledge of his 
attitude (Baker, 1992; Green 1977), and that the steadiness of behaviour toward 
certain objects can be a clear indicator of an individual’s attitudes (Fishbein and 
Ajzen, 1975). Put differently, it seems that showing the same behaviour toward an 
object each time might indicate whether attitudes toward the same object are 
favourable or unfavourable. Generally speaking, people may possess positive or 
negative attitudes toward a certain target, but this does not mean that they are all at the 
same point on the continuum of favourable and unfavourable (see Allport, 1935).
To solve the problem of how attitudes and behaviours are linked, Fishbein (1967) 
showed the need to adopt a “multiattitude obj ect-multimethod approach” in which 
different factors are considered to embody the framework of the relationship between 
attitude and behaviour. For this issue, Fishbein adopted a perspective in which the
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concern is directed towards investigating the link between four factors (behaviours, 
attitudes, beliefs and intentional behaviours) rather than two only (behaviours and 
attitudes). This means that attitude and other factors work together to predict 
behaviour, according to Fishbein. Ajzen and Fishbein (1980) looked at the 
relationship between attitudes and behaviour through four elements: action, target, 
context, and time. They argued that if measures of behaviour and attitude are 
correspondent in terms of specificity, a high correlation between the two concepts can 
be determined. In other words, if one action with particular target and at specific 
context and time are the same for attitudes and for its behaviour, this will give an 
accurate description of the link between these two variables.
To sum up, the previous sections (2.2.1 and 2.2.2) were concerned with attitudes 
definitions, components, measurements and the effect of attitudes on behaviours. 
These issues were briefly presented and no reference has been made to the 
development of attitudes' theories. As mentioned previously, attitudes were dealt with 
as a component of motivation in my study. Given that the construct of attitudes is 
open to various interpretations in psychological research, examining attitudes from an 
SLA perspective in the next section is more relevant to my research.
2.2.3 L2 Learning Attitudes
In SLA, L2 attitudes have two dimensions: attitudes toward the target language (of 
affective, cognitive and readiness for action) and attitudes toward its speakers:
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any affective, cognitive or behavioural index of evaluative 
reactions toward different language varieties or their speakers,
(Ryan et al. ,1982:7)
Besides these dimensions. Stem (1983: 376-377) has added another aspect to L2 
attitudes, namely general attitudes toward FLs and toward learning them.
Having identified the components of L2 attitudes, studies were concerned with the 
kind of relationship between the components of attitudes and language proficiency. 
On this matter, it has been shown that there is a correlation between both attitudes 
toward learning the target language, on the one hand, and toward target language 
community, on the other hand, with L2 proficiency (Gardner, 1985; Brown, 1987). 
The relationship between attitudes and L2 achievement is said to be influenced and 
directed by a group of factors. In studies in Louisiana and Maine contexts, Gardner 
and Lambert (1972) showed that parents’ support and teachers’ influence and 
evaluation of teachers of English encouragement were different sources of attitudes 
affecting learners in Louisiana and Maine contexts respectively.
Since parents’ attitudes have been shown to be one of the influential factors on their 
children’s attitudes to L2 learning, some research studies investigated the nature of 
this effect. For example, a study by Donitsa-Schmidt et a l (2004) showed that 
Hebrew speaking Israeli children were influenced greatly by their parents’ positive 
attitudes toward Arabic language. Parents encouraged the idea of teaching spoken 
Arabic at early ages to their children. A study by Gardner et al (1999) explored the 
kind of link between the previous and recent attitudes toward language study and 
motivation of language study and the factors that affected the early stages of language 
learning, such as attitudes, anxiety, parental support and the presence of L2 native
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speakers in the context of study. Participants who were first year university students 
(Anglophone) in Canada completed two questionnaires: one was about what they 
remembered about their high school experience of language study, while the other 
questionnaire investigated their current and recent beliefs about learning French. A 
significant correlation was found between previous experiences of language, the 
factors that affected them and the recent experiences and beliefs about language 
learning. Both learners’ efforts in language study and changes in their attitudes toward 
the context of study were attributed to the influence of their parents. Based on this, it 
seems that parents, as Gardner (1968) argues, have two roles that affect their 
children’s L2 acquisition. The parents’ active role gives support and encouragement 
to children’s learning. In contrast, if parents play a passive role, this can affect 
children in their attitudes toward language study and toward the target language 
community, given that the parents do not show real support for L2 learning. An active 
role is apparently more effective in the learning of languages because students are 
encouraged to develop the different skills of the target language, which could help in 
achieving higher levels of proficiency.
Attitudes toward the target language group can also influence L2 proficiency results. 
Oiler et aVs study (1977), set in the American context, found that positive attitudes 
toward the target language community among Chinese students learning English 
correlated significantly with language proficiency. Similarly, Scherer and 
Wertheimer's study (1964) showed that the attitudes of American learners studying 
German toward both Germans and the learners themselves as speakers of the language 
had a significant positive relationship with their proficiency in this language. It seems 
that attitudes toward the target groups are sometimes important for students especially 
who have direct contact with L2 speakers. Research has shown that positive attitudes
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toward native speakers lead to success in L2 learning since, as mentioned previously, 
learning another language is a way of achieving membership of another society 
(Spolsky, 1969). On the other hand, negative feelings can be one of the obstacles 
facing learners who learn the target language in the L2 community, as reported earlier 
in Coleman’s (1995) study.
As we have seen, it is assumed that positive and favourable attitudes normally lead to 
successful L2 learning of second languages. In L2 learning, students’ beliefs, feelings 
and readiness to learn another language work in shaping their attitudes. If students 
believe that L2 learning threatens to replace their own identity, their learning 
experience is likely to be unsuccessful. In contrast, students' learning experience 
might be more successful if they think that adopting another language is of benefit for 
them, i.e. enriching one’s own knowledge about other languages and cultures.
Thus, attitudes play an important role in learning success, taking into consideration 
that L2 learning does not only involve learning of some language structures and 
expressions. On this matter, it is worth looking at the specific types of bilingualism in 
determining the individual’s behaviour toward learning a language considering that 
my study is concerned with FL not SL learning context. Learners in FL learning 
contexts do not have the opportunity to have contact with speakers of the target 
language and they are not required to use it in their daily life communication. For this 
reason, a study in FL as the Jordanian context might show whether learners perceive 
learning English as a threat to their Arab identity and unity as found in Zughoul and 
Taminianm’s (1984) study. A positive or negative attitude towards a certain language 
is part of the additive or subtractive types of bilingualism. Lambert (1981) was 
concerned with the contrast between these two types of bilingualism. ‘Subtractive
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bilingualism’ refers to the loss of and devaluation of one’s own language (from a 
linguistic perspective) and one’s own values (from a socio-psychological perspective), 
as a result of learning a new language. This might pose a threat to the individuals’ first 
language as acquiring another language may detach them from their original one. For 
example, the progress in learning and acquiring English effectively among a sample 
of French Canadian students in university, as Taylor et al.’s (1977) study revealed, 
was affected by their feeling that this language threatened their identity (Lambert, 
1980). In contrast, when individuals feel that learning a new language adds new 
knowledge and does not affect their values, this is called ‘Additive bilingualism’.
Accordingly, as Cook (1996) maintains, additive bilingualism relates to success in 
second language learning. Relating the previous distinction between types of 
bilingualism and acquiring new input, two different perceptions can be identified on 
how individuals, mainly during the adolescent period, perceive the effect of acquiring 
a new language input on their own identity: either identity is threatened while 
receiving a new language input since this language has been claimed to hinder their 
‘affective filter’ (Krashenl982; 1985), or the ‘affective filter’, helps increase the 
benefit of input leading to the disappearance of feeling threatening (increasing 
Guiora’s (1972) “ego permeability”) (Lennon, 1993). These claims suggest that 
individuals can determine to what extent learning a new language can be a good or 
bad experience for them. According to Krashen’s hypothesis regarding the role of his 
proposed ‘affective filter’ and its relationship to input, there is no new input if the 
affective filter is ‘high’; there is a gain of new comprehensible input if it is low. The 
‘filter’ in Krashen’s hypothesis is clearly a metaphor. However, it is considered useful 
here as a way of showing the possible role of affective factors on the process of 
language acquisition.
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With regards to the direction of the relationship between attitudes and L2 achievement 
it has been argued that “success in SLA may breed positive attitudes toward the TL 
group” (Larsen-Freeman and Long, 1991:177). This view is consistent with 
Savignon’s (1972) early study, in which she noted that there was an increase in the 
correlation between the attitudes and L2 achievement during the period of studying 
the language, although no indicators of a significant relationship between achievement 
scores in French among American university students and their attitudes toward the 
language were found initially. Accordingly, it seems that positive or negative attitudes 
result from success in L2 learning. It would appear that both attitudes and language 
achievement depend on each other in the progress of language study (Kuhlemeier et 
al 1996).
However, research has also showed that attitudes might not correlate with L2 
achievements. In other words, positive or negative attitudes do not have a significant 
impact on achievement. For instance, in Genesee and Hamayan's study (1980) attitude 
measures did not correlate with L2 proficiency among six year-old students studying 
French in an immersion programme in the Canadian context. They suggested that this 
may be attributed to the age of the sample of this study. A weak association between 
attitude and language achievement was found in Chihara and Oiler’s study (1976) 
amongst Japanese students studying English in a FL context. Considering the role of 
age in L2 learning might shed more light on the negative or weak correlation between 
attitudes and achievement in these studies. Munoz and Tragant (2001) investigated 
attitudes and achievement among samples of primary and secondary school students 
in Spain. Their results also revealed a weak correlation between attitudes and 
language achievements for both groups but the relationship between attitudes at a later
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stage and initial English achievement results were positive, as the ‘resultative 
hypothesis’ assumes (initial good results enhance affective variables).
From Munoz and Tragant’s study, it appears that attitudes can be shaped with time (as 
mentioned previously regarding attitudes features) depending on the learner’s 
experience with L2. This change can be easily tackled by applying a longitudinal 
research design, as in Munoz and Tragant's study. The findings elicited from different 
research studies were based on a cross-sectional kind of studies as in Genesee and 
Hamayan's study and Chihara and Oiler’s study (previously mentioned). Results of 
studies using the cross-sectional approach cannot be generalised with regards to the 
relationship between attitudes and L2 achievements as attitudes were possibly 
influenced by particular factors when the study was conducted.
Regarding the methodological approach to studying the link between attitudes and 
achievement, it is worth considering the issue while investigating the link between 
attitudes and achievement. Samimy (1994) reports the findings of his longitudinal 
study with Tabuse in 1992 in which the effect of time on strength of attitudes and 
motivation was shown for a sample of FL learners learning Japanese. In comparison 
to the autumn semester, in the following spring semester these researchers noticed a 
significant decline in students’ attitudes, motivation and foreign language grades in 
the Japanese language. Other studies (e.g. Jones, [1949 and 1950]; Jordan [1941], 
reviewed in Kraemer and Zisenwine, 1989) also showed a decline (become less 
positive) in attitudes toward language study over the years. Gardner (1985) analysed 
data of Anglophone students learning French in Canada from grade 7 to 11 and found 
a clear decrease over the years in their L2 attitudes and motivational drive. Gardner
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attributes this decline shown in various studies to the maturity of older learners and 
the variation of their experiences in terms of success and failure in language study.
L
Weak or non-significant associations between attitudinal measures and L2 
achievement was also highlighted in research (See Oiler, 1981a). Oiler (1979) 
believes in the lack of reliability and validity in affective measures. It is argued that 
students’ responses to affective measures could have been influenced by different 
factors, i.e. students have a tendency to select responses that compliment researchers 
and are in harmony with other responses (Oiler, 1981a) further confirming the views 
stating the ambiguity of this construct.
To recap, attitude is one of the main constructs known to play a direct role in SLA 
success. Research studies show a lot of findings regarding the kind and direction of 
correlation between L2 attitudes and achievement. Reviewing research studies, it 
seems applying a longitudinal approach of study to investigate attitudes might 
possibly reveal the kind of change in attitudes (positively or negatively) since 
attitudes are learnt and can be modified according to individuals' learning experience.
The following section deals with motivation as an affective variable which has been 
shown to have a great impact on individuals' L2 learning success.
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2.3 Motivation
This section focuses on different aspects of motivational research. It starts with 
presenting motivation as a psychological construct, describing its components and 
features. Then it presents motivation in SLA clarifying the distinction between 
motivational orientation and motivational drive. The main theoretical background and 
research trends in this area of research are presented and analysed, forming the basis 
of the current research.
2.3.1 Motivation from a Psychological Perspective
The concept ‘motivation’, derived from movere a Latin verb meaning ‘to move’, 
implies the theme of moving to achieve something (e.g. goal) and of continuing to do 
actions (Pintrich and Schunk, 1996). Motivation as a psychological construct is:
commonly thought o f as an inner drive, impulse, emotion, 
or desire that moves one to a particular action.
(Brown, 1994: 152)
The inner drive or need (as an intrinsic need) that is acquired and developed energises 
individuals to persist in work to attain certain goals regardless of difficulties (Cairo, 
1997). This drive usually comes from individuals' own needs and desires to achieve 
certain goals.
In motivational research, motivation is defined as a process, not a product, since it can 
be observed from individuals' behaviour (Pintrich and Schunk, 1996). It appears that
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the way individuals behave toward certain objects to achieve specific goals gives 
indications of their motivation. It is generally assumed that positive behaviours are the 
result of high motivation. This happens when motivation stimulates individuals to 
behave in a certain way and to persist in behaving the same way in order to achieve 
the aspired goals. Research has focused on the effect of motivation on behaviours 
given that motivation might lead to goal attainment. In this respect, Ford (1992) has 
stated the three perspectives of motivation based on Steers and Porter (1987) in which 
motivation works in energizing, directing and sustaining human behaviour.
Since it appears that motivation (similar to attitudes) can be indirectly elicited from 
individuals’ behaviours (Murray, 1964), some features were proposed in research to 
give an indication on the strength of the motivational behaviour (Jung, 1978). Jung 
stated that such behaviour has to be ‘goal-directed’, which implies a certain direction 
of this behaviour; previous learning experiences could be part of the individual’s 
expectations of certain behavioural outcomes. Another indicator of the motivational 
behaviour, as Jung posited, is effort or energy that contributes to achieving the goal. 
Persistence of performing the same behaviour over a period is the third feature of 
motivational behaviour. However, it is argued that the tendency to respond to 
situations will be different in spite of the similarity of motivation levels. Goals, effort 
and persistence are indicators and components of any motivated behaviour by which 
individuals are distinguished.
In order to define the features of motivational processes. Ford (1992: 72-73) has 
considered three main ideas that lie behind different motivational processes based on 
psychological research. First, motivation does not originally evolve from the 
surrounding environment since it is one of the qualities of individuals. Second,
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motivation relates more to coming events rather than previous or current ones, since 
motivation leads to achieving goals and outcomes. Third, motivation is not the 
instrument to change events or to achieve certain consequences; it is rather a process 
of evaluation of the way to behave.
2.3.2 Motivation in SLA
2.3.2.1 Motivational Orientations in SLA
When motivation is considered in SLA research, two main types should be 
distinguished: motivational orientations and motivational drive. Briefly, motivational 
drive research usually considers three components of motivation i.e. effort, 
persistence and favourable attitudes toward language (presented in section 2.2.22), 
whereas motivational orientations are the goals that individuals seek and aspire to 
achieve. This is the focus of this section. Motivational orientations are presented first 
for their direct influence on motivational drive. When individuals look to achieve 
certain goals from learning L2, they show effort and persistence to achieve these 
goals. Clearly, motivated individuals have certain goals that guide their behaviours in 
achieving them.
Research has notably focused on two important types of motivational orientation as 
reasons for language study, integrative and instrumental orientations. Integrative 
motivation deals with affective reasons related to the target language community in 
which learning about that community, communicating and identification with them 
are the goals of learning the language (Gardner, 1985). Instrumental motivation 
concerns are practical reasons, such as obtaining good jobs or to fulfill a study
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requirement (Oxford, 1996). Gardner and MacIntyre (1993) attributed the increasing 
prominence of orientation in motivational research studies to Lambert (1955). 
Lambert studied the bilingualism of two students learning French at an American 
university. He noticed the relationship between their high proficiency in French and 
their reason for learning the language. One of them used French in her career 
(instrumental), but the emergence of a desire for identification with the target 
language and language community (integrative orientation) characterised the second 
learner.
Extending Lambert's previous work on the reasons of bilingualism, Gardner and 
Lambert (1959) more formally proposed a distinction between these types of 
orientation in their research studies. When students either learn the language in order 
to meet and contact different people, or they want to know more about the target 
language people and their culture, they are considered as integratively motivated 
learners. On the other hand, learners concerned with the benefits of language learning 
to increase knowledge and get good jobs are more instrumentally motivated learners. 
Others referred to other similar divisions; Khanna and Agnihotri (1998) referred to the 
orientations found in their previous studies, complementary and supplementary 
reasons, which were similar to instrumental and integrative orientations. The first 
relates to reasons like “to get a better job”, while the second relates to reasons like to 
“read foreign literatures, see English films or just to feel superior” (Khanna and 
Agnihotri, 1998: 83).
Instrumental and integrative orientations are viewed as the main types of motivational 
orientations found in most research studies; the simple nature of these orientations and 
their appearance in different motivational studies are considered as two dimensions of
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'cultural' and 'pragmatic' (Domyei, 1994a). However, other orientations have also 
been revealed in different study contexts, as in Clement and Kruidenier (1983) who 
identified new orientations rather than the well-known types. Considering a range of 
factors, they examined students from unicultural and multicultural contexts, students 
learning different languages such as English, French and Spanish. They found that a 
desire for knowledge, friendship and travel orientations in addition to instrumental 
orientation characterized students’ motivations toward second language learning in 
the Canadian context, based on a sample of French and English Canadians. From 
Clement and Kruidenier (1983), the researchers were trying to identify new 
orientations by considering different variables in their study. However, having 
different reasons for learning a new language does not mean that all these reasons 
cannot be classified according to the two main orientations (instrumental and 
integrative) early defined. In a study conducted in the Hungarian context, Clement, et 
al. (1994) found special kinds of orientation for learners. Orientations such as 
friendship with the other language community (by travel), concern about the foreign 
language culture, and the desire to increase knowledge and use the media as 
instrumental orientations can be found in this FL context where there is no direct 
contact with native speakers. Taking into consideration that different orientations 
emerge in different study contexts, it is found that certain orientations dominate 
certain contexts of study.
It seems important at this stage to make a clear distinction between FL (foreign 
language learning context) and SL (second language learning context) due to 
differences in findings in each context. Bearing in mind that my study is conducted in 
a FL context, reviewing research in both contexts might better highlight some issues 
related to the important type of motivational orientations in FL learning contexts.
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Following Oxford (1996) in her distinction between the FL and the SL contexts, in the 
former context the target language is learned and used in certain contexts with 
learners rarely being in contact with the other language community, often leading to 
an intermediate level of language competence. By comparison, as Oxford claims, in 
the SL context, students need to use the target language in their daily communication 
and show identification with the other group (become part of their community). 
Obviously, the target language is widely used in SL contexts and this gives 
individuals a better opportunity to know more about the language group and culture. 
The availability of the target language in the context of study underlies this 
categorisation of contexts. We return to this binary classification below, as research 
has shown the distinction to be problematic in the modem world.
It has been argued that the type of motivational orientation might depend greatly on 
the learning context. Instmmental motivational orientation is likely to be more 
applicable to FL learning contexts, whereas integrative motivational orientation is 
mainly generated in the SL context where the target language is frequently used (see 
Domyei, 1990; Oxford, 1996). In this respect, various studies, (e.g. Gardner and 
Lambert’s [1972] Philippine study; Berwick and Ross [1989]; Domeyi, [1990]; Abu- 
Rabia [1999], Li [2006]), found that instmmental motivation was dominant in the FL 
context in their studies.
Abu-Rabia (1999), for example, conducted a study in Israel among Russian immigrant 
leamers teaming Hebrew. The results showed that these learners were instrumentally 
motivated and did not have any desire to integrate with Israeli society (for political 
reasons), a result corresponding to his previous studies in which Arab students 
showed instmmental not integrative motivation in teaming Hebrew in Israel. Berwick
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and Ross’s (1989) study noted that university students who joined obligatory English 
classes in Japan were instrumentally motivated since they were seeking to pass the 
required exam to get acceptance to university. Having passed the entry exams, 
students became demotivated toward learning English as a FL and English was no 
longer useful for their studies from their own perspective. This points to the fact that 
students' motivational drive to learn languages for instrumentally motivated students 
might decrease with achieving goals (see Gardner and MacIntyre, 1991). Considering 
that students in the Jordanian context, the FL context of my study sit for the Ministry 
exam twice in the secondary cycle, the possibility that students' motivational 
orientation might vary before and after attending the exams could be important for the 
current study, assuming that the students are instrumentally motivated.
However, there are exceptions to the claim that instrumental motivation is associated 
with FL context since evidence of this type of motivation has also been found in SL 
contexts. In Lukmani’s (1972) study, for example, an instrumental motivation was 
found among females learning English in India where English is used frequently. 
This orientation was significantly correlated with proficiency in this Indian context. 
Some other studies (reviewed in Sawhney, 1998) carried out in India also showed that 
instrumental orientation of motivation was more significant than integrative 
motivation.
With regards to integrative motivation in SL contexts, studies have shown the 
superiority of this orientation over an instrumental orientation (see, for example, 
Gardner and Lambert [1972]; Gardner, Day and MacIntyre's [1992]; Gliksman et al 
[1982]; Strong [1984]; Svanes [1987]). For instance, in their study, Gliksman et al 
(1982) investigated the reason for the superiority of integrative motivation in three
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samples of students of French 10^ "^  and 11/^  grades) in the Canadian context. 
Unlike students in the 9^  ^ and ll/^ grades, those in the 10^*^ grades showed more 
participation in the classroom context in giving both correct and incorrect answers. 
The researchers argued that higher participation, correct answer rates and rewards by 
the teachers were associated in this study with students who had an integrative 
motivation compared to those who did not. Students in Gliksman et al (1982) were 
considered integratively motivated when showing positive attitudes toward the French 
language, toward French Canadian and French European in addition to desire to learn 
the language and class participation.
Similarly, Gardner and his colleagues in different studies carried out in the Canadian 
and the USA contexts showed that integrative motivation was associated with success, 
i.e. Gardner and Lambert studies in Maine, Louisiana, and Connecticut. Positive 
attitudes toward French people (both in the Canadian and European contexts) and an 
interest in their culture, which represents an orientation to integrate, i.e. integrative 
motivation, appeared clearly in these contexts among a sample of English and French 
speakers learning French. In Gardner, Day and MacIntyre’s (1992) study, the effect of 
an integrative orientation on success in learning English and French word pairs was 
also highlighted. It appears that integrative motivation, rather than instrumental 
motivation, is said to be a predictor of success in the literature on motivational 
orientation (Gass and Selinker, 1994) given that students show internal effort and 
persistence to learn the target language. Accordingly, Spolsky (1969) has summarized 
the important indicators for the emergence of integrative motivation in the context of 
study; these include wanting to obtain an outstanding level of language competence 
and to speak and think like the native speakers of the target language. Yet, no matter 
what the age of learning a new language, or the status of the learned language as a FL
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or SL (depending on the context), it has been argued that integrative motivation 
elevates and encourages second language learning (Moss and Ross-Feldman, 2003).
In Coleman ’s (1995) survey, a mixture of instrumental and integrative motivational 
orientations was found among 3000 FL students of different languages in several UK 
universities and institutions as well as universities outside the UK (Austria and 
Germany). Most students ranked instrumental motivation (future career) highly as 
their reason for studying the language, followed by an interest in the language itself 
(integrative motivation). However, only integrative motivation rather than 
instrumental motivation was found to relate slightly to their target language 
proficiency. In Svanes’ (1987) study in the Norwegian context, an integrative 
orientation toward learning the Norwegian language was associated with students 
from the developed countries, whereas an instrumental orientation was linked with the 
students from the Middle East, Africa and Asia. This indicates that different cultural 
backgrounds might reflect different reactions toward the target language.
New criteria for defining integrative orientation and integration emerged in the 
context of FL studies. It is said that the world has become a small village where 
communication between different peoples is much easier. A wide conceptualization of 
integrative motivation was perceived and identified in Lamb’s study (2004) of 
Indonesian children (11-12 years old) learning English in a FL context. Using both 
questionnaire and interviews as instruments for data collection, students reported 
having both types of motivational orientation (instrumental and integrative); however, 
students’ concept of integration differed from that recognized in previous research. 
This change originated with the "globalization" of English where English has spread 
in different contexts throughout the world. In Lamb's study, "bicultural identity" was
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the main desire of students in which they both identify with global English and 
maintain their own identity.
On the other hand, research does not exclude negative or non-significant findings 
regarding the effect of orientations on SLA success. Oiler (1977), reviewing several 
studies, reported a negative correlation between orientation factors in language study 
and language proficiency.
This review of studies indicates that instrumental and integrative orientations affect 
success in language learning according to contexts. Compared to integrative 
motivation, instrumental was found in earlier studies to be more influential on 
language success in an FL learning context than in an SL learning context. However, 
some studies found a combination of both motivational orientations in particular 
contexts of study. As Brown (1994) maintained, in most contexts students are 
motivated by both integrative and instrumental orientations. This suggests that the 
previous claims regarding the context cannot be generalised to all contexts since 
integrative motivation can be found in FL learning contexts considering the re­
definition of the term (See Domyei's integrative motivational subsystem in section
2.3.2.2.2 below). Integrative motivation is no longer a desire to be a member of the 
target language community as defined in Gardner's studies; it is rather an interest to 
communicate with that society and an interest to know about the culture (see Domyei, 
1990). Being instrumentally or integratively motivated might be sufficient for 
successful language study but having both of them is better still for successful L2 
learning.
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Still, a variety of findings regarding the importance of these orientations has led 
Dodick (1996) to emphasis Richard-Armato’s (1988) view of the complexity of these 
types, because they are not independent of each other. This assumption reflects the 
observation made by Kow (2004), who found that instrumental motivation (learning 
in order to get high marks) may develop to be integrative motivation at a later stage 
(liking language and having a desire to acquire the target group accent and/or 
behaviour). This simple hypothesis was tested on a group of undergraduates who were 
studying English as a university major in the Malaysian context and who showed a 
lack of proficiency at the beginning of the course. After six months of encouragement, 
students gained high proficiency and developed good motivations in learning English 
due to external extra learning activities such as listening to English news and music.
Two main reasons are held responsible for the diverse outcomes regarding 
motivational orientations (Clement and Kruidenier, 1983). The first reason indicates 
that both types of orientation have vague and unclear conceptualisations and 
definitions. For example, “travel abroad” was considered an integrative reason in 
Burstall et a/.'s (1974) study, whereas it was an instrumental reason for Lukmani 
(1972) (Clement and Kruidenier, 1983). The second reason is that the nature of the 
context of study and status of the language (as dominant/non-dominant/official/non- 
official language) have an impact on the type of orientations that leamers develop. It 
seems that the effect of motivational orientations (instmmental or integrative) either in 
the FL or SL context can be stated in a few words:
... the exact nature o f the social and pragmatic dimensions o f L2
motivation is always dependent on who learns what languages where.
(Dom yei, 1994a: 275)
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Since the type of motivational orientation differs from one place to another and new 
orientations might emerge in different contexts of study, investigating the 
motivational orientations in Jordan as a FL context and their relationship with 
achievement could be important in making a contribution to motivational studies, 
taking into consideration that most studies have been conducted in western 
communities. A possible change in motivational orientation over two years is one of 
the main concerns of my study as an indicator of the factors that may influence the 
kind of motivational orientation in this context.
2.3.2.2 Motivational Drive in SLA
2.3.2.2.1 Motivational Drive: Definitions and Components
%
Motivational drive is a ‘multi-faceted’ construct and is not easily defined (Gardner, 
2006). Motivated individuals exhibit many characteristics such as expending effort 
and engaging in learning activities. In other words, they demonstrate the cognitive, 
affective and conative attributes of motivation (Gardner, 2006). In the following 
review of the literature, ‘motivational drive’ (as another terminology) is used to refer 
to the phenomenon which is elsewhere referred to as 'motivation’ to distinguish it
from motivational orientation and to emphasise its role as it is an internal drive that
stimulates individuals and keeps them working to achieve certain goals. Gardner 
(1985: 10) gives a simple definition for motivational drive in which its components 
are clearly identified:
Motivation [...] refers to the combination o f effort plus desire to 
achieve the goal o f learning the language plus favourable attitudes 
toward learning the language.
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Thus, motivational drive is effort, desire and positive attitudes toward L2 learning. 
Thus, individuals should show all the previous posited elements to be considered 
motivated (Gardner, 1985) and therefore to have ‘motivational drive’. Motivated 
individuals might show a continuing motivation after they attain their short-term goals. 
Having a ‘continuing motivation’ means that individuals exhibit a tendency to work 
on learning tasks away from the learning context (regardless of external pressure) 
(Maehr, 1976). Of particular importance for the present study is Gardner’s claim 
linking the construct of attitudes toward the target language with motivational drive, 
in which L2 attitudes are one of the components of L2 motivation. On this matter, it 
Gardner and Lambert (1972:192) have stated that:
Our use o f attitude as a motivational construct presupposes an 
intention on the part o f  students to learn the language with various 
aims in mind, and to pursue these aims with varying degrees o f drive 
strength.
As previously stated in Chapter 1, according to Gardner, attitudes and motivational 
drive influence the rate of success; still, motivation is the main determining variable 
in Gardner’s research. In motivational drive research, it seems that different studies 
have not distinguished between motivation and attitudes but have merged them. In a 
classroom learning context, as Spolsky (1969) has stated, motivational drive is 
affected by a group of attitudes interacting with each other (the learner’s attitudes, 
colleagues’ attitudes, the teacher’s attitudes, the parents’ attitudes, and the native 
speakers’ attitudes). Stating the relationship between motivational drive, attitudes and 
L2 achievements, it is claimed that attitudes promote motivation which in turn 
influences language acquisition achievements; this certainly implies an indirect 
relationship between attitudes and language achievements (Gardner, 1979). Since my
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study depends on a measurement tool developed by Gardner, attitude has also been 
treated as a component of motivation rather than as an independent variable.
Gardner (1985: 60) has indicated that motivational drive is described as a ‘goal- 
directed behaviour’. That is, motivational drive determines why individuals work to 
achieve certain goals, their persistence to sustain the activity, and their effort to strive 
for it (Domyei, 1999). It seems that the strength of L2 individuals’ motivational drive 
is responsible for the ultimate attainment of goals. This statement clarifies the link 
between motivational orientation and drive in SLA by initiating certain desires that 
lead to goal attainment. His/her desire and attitudes toward the language have an 
impact on motivational intensity (effort), although other factors of situation (related to 
the educational context) or personality might also have an effect on motivational 
intensity. As a result, the individual’s goal for learning is achieved. Figure 2.2 below 
represents a schematic drawing of how motivational drive components lead to SLA.
Figure 2.2 Motivation in SLA (adapted from Gardner, 1985:54)
Attitudes toward learning French
Motivational Goal
Intensity ‘Learning French
is important to me
because...’
The figure also shows clearly the relationship between motivational orientation and 
drive (represented by desire, attitudes toward learning the target language and 
motivational intensity) with regards to SLA. However, Gardner (1985) also states
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that goal is not the same as orientation, in which goal is the ultimate outcome of 
language learning. It appears that both motivational orientation and drive work 
together; however, motivational orientation does not lead to success without 
motivational drive. Accordingly, Gardner posited that orientations can possibly affect 
achievement depending on the extent to which they lead to differences in motivational 
drive. For this reason, motivational orientation and drive have been investigated 
together in most motivational studies.
From the review above, a clear distinction can be made between motivational 
orientation and drive. Although motivated individuals might have many 
characteristics such as persistence, motivational drive mainly consists of effort, desire 
and positive attitudes toward the learning situation (consisting of appraisals of 
teachers of English and English class).
The following section deals with the development of motivational drive research and 
some motivational approaches and trends are described although not all the 
motivational theories and models reported in the literature can be included here, given 
the wide scope of research in this area. Theories and models were found to approach 
motivational drive from educational, psychological, cognitive and socio-psychological 
perspectives. Thus, only the main theories and approaches that are related directly to 
my study are covered. The review will include surveying some models and 
approaches in order to highlight some of the main developments in motivational 
research broadly following a chronological order of changes. Notably, Gardner's 
theory forms the main part of the discussion since he is one of the main contributors 
to motivational research and his developed test is used in this current research.
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Furthermore, some findings on motivational drive research in SLA and language 
achievement are addressed to show the factors that influence motivational measures in 
different contexts.
2.3.2.2.2 Development of Motivational Drive Research and Some investigational 
Approaches
Gardner and Lambert (1959) initiated the research in L2 motivational drive (as an 
individual construct) in a study in Canada. However, Mowrer’s (1950) theoretical 
description of LI development was the main source of Gardner and Lambert’s 
inspiration and assumptions (Gardner and Lambert, 1972). A sample of Anglophone 
students learning French in Canada participated in Gardner and Lambert's study, and 
the relationship between motivation, attitudes and L2 achievement was investigated. 
Two independent factors, language aptitude and social motivation, were found to 
correlate with the achievement of the students. The rationale for Gardner and 
Lambert's work was to explain the phenomenon of “how [...] some people can learn a 
foreign language quickly and expertly while others, given the same opportunities to 
learn, are utter failures?” (Gardner and Lambert, 1972: 1). As a result of a series of 
studies conducted in the Canadian context, they set out their theory about L2 leamers 
and their adoption of L2 linguistic and cultural aspects of the target language 
behaviour (integrative motivation). The theory states that successful L2 leamers have 
a psychological readiness to acquire and accept the different behaviours of L2 
speakers. In addition, success in learning L2 is determined by leamers' ethnocentric 
disposition and attitudes toward L2 speakers.
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Gardner and his colleagues' pioneering research work in motivational orientation and 
drive has been considered the base for other motivational studies over the last few 
decades. Gardner and his colleagues’ motivational research over the last few decades 
has been based on four main issues (Domyei, 2001): ‘Socio-Educational model’, 
‘Attitude/Motivation Test Battery’ (AMTB), modifications to the ‘L2 motivation’ 
concept"* and ‘integrative motive’ (defined below).
As attitudes and motivation seem to play a role in individuals' different Teaming 
experiences, Gardner and his associates developed the socio-educational model which 
showed how motivational drive works with other factors in the target language 
leaming in formal and informal contexts. Gardner and his colleagues have developed 
a model which can investigate the role of affective variables in learning a new 
language in different learning contexts and organize the relationships between a group 
of individual variables in the leaming process and give explanation of these roles (see 
Gardner, 2006). Gardner (2006:273) has pointed to three significant points in his 
model:
• It satisfies the scientific requirement of parsimony in that it involves a limited 
number of operationally defined constructs.
• It has associated with it the Attitudes/Motivation Test Battery (AMTB) that yields 
reliable assessments of its major constructs, permitting empirical tests of the model.
• It is concerned with the motivation to learn and become fluent in another language, 
and not simply with task and/or classroom motivation.
4 That is, new variables were added to the socio-educational model in Tremblay and Gardner (1995).
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This model is considered the base of the AMTB (Attitudes/Motivation Test Battery), 
which was developed by Gardner and his colleagues (see Gardner and Smythe, 1975a) 
to examine attitudes and motivational orientation towards leaming and drive to leam 
other languages. The original version of AMTB measurement tool used to investigate 
different attitudinal and motivational measures has different scales^: attitudes towards 
French Canadians, interest in foreign languages (FLs), attitudes toward European 
French people, attitudes toward leaming French, integrative orientation, instmmental 
orientation, French class anxiety, parental encouragement, motivational intensity, 
desire to leam French, orientation index, evaluation of the French teacher and 
evaluation of the French course (see Gardner, 1985). Gardner’s AMTB, which was 
based on his 'socio-educational' model, has also been examined in many research 
studies using different empirical research, which according to Domyei (1998) gave 
his theory greater strength and validity and it is said to be “the only published 
standardised test of L2 motivation” (Domyei, 2001: 52). For this reason, Gardner's 
test is used in my current study in the Jordanian context.
The socio-educational model, as mentioned previously, is the framework that shows 
how motivation works with other variables in the process of SLA. It is worth 
mentioning that the term SLA is used in research to refer to the target language 
leaming regardless of the distinction between FL and SL leaming contexts (presented 
in section 2.3.2.1). The fundamental socio-educational model involves four main 
elements (figure 2.3 below): social milieu, individual differences, SLA contexts and 
outcomes. Briefly, this model, which has been the theoretical pattem underlying many
 ^Since the model was developed by Gardner and his colleagues to be used mainly in their studies in the 
American and Canadian contexts and it was widely used in different studies, the previous scales can be 
defined according to particular contexts of study. For example, attitudes toward a specific target 
language might be used instead of attitudes toward leaming French.
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studies, has been derived from the following assumptions (see Gardner, 2006) that: (1) 
linguistic and non-linguistic outcomes are the result of language acquisition, which 
usually occurs in formal and informal leaming contexts; (2) environmental factors 
influence differences in motivation; (3) ability and motivation (as individual 
difference variables) directly relate to and are accountable for different levels of 
achievement; (4) that L2 leaming is a process of developing individuals' ability to 
communicate effectively with target language speakers, although it requires time and 
a certain effort (see figure 2.3).
Figure 2.3 The Fundamental Version of the Socio-educational Model (Gardner and 
MacIntyre, 1993:8)
; : P   ^ ;
Antecedent factors Individual difference variables Language acquisition contexts Outcomes
Biological
Experiential
Linguistic
Formal
Language
anxiety
Intelligence
Language
aptitude
Strategies
Non-
linguistic
Informal
Motivation
Language
attitudes
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The model was not static and was not taken for granted. Gardner and his colleagues 
worked on developing this model and adding new variables that can show the link 
between these variables and SLA. However, Gardner’s and his colleagues work was 
criticized since it was claimed that they had neglected other important approaches and 
constructs, such as 'extrinsic rewards', 'self-efficacy' and 'expectancy', by 
concentrating more on the distinction between integrative and instrumental 
orientations (see Domyei, 1990 and 1994b; Oxford and Shearin, 1994; Crookes and 
Schmidt, 1991). Thus, there have been some attempts to develop the model and to add 
new constmcts in order to give more clarification to the role of motivational 
orientation and drive in L2 leaming (see Tremblay and Gardner, 1995). This was 
achieved by investigating the relationship between motivational measures and some 
other measures adapted from psychology and achievement research such as 
‘persistence’, ‘goal salience’ and ‘self-efficacy’. Since the relationship between 
attitudes and motivational behaviour was found to be mediated by certain variables 
such as goal salience and self-efficacy, Tremblay and Gardner (1995) acknowledged 
that their model can indeed be developed by adding new constmcts and that it is not 
static.
The fourth concem of Gardner’s research was ‘integrative motive’. In fact, this 
concept is problematic since it is a complex constmct which has three components: 
motivational drive, attitudes toward the L2 leaming context and integrativeness (being 
open to identifying with the target language community). The term was initially 
defined in Gardner (1985, 2000) (see also Masgoret and Gardner, 2003) where three 
different terms  ^ for motivation 'integrative motive', 'motivational drive' and 
'integrativeness' are indicated, and where the highest level is integrative motivation.
 ^Each term (or concept) has different components from the other terms.
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However, as Domyei (1994b) has argued, there is a difficulty with Gardner’s three 
concepts of integrative motivation. He referred to the confusion between these terms 
in which Gardner classified motivational drive as an element of integrative motivation. 
For Domyei, motivation is the broad concept that should include integrative 
motivation rather than vice versa. Gardner (2001) claimed that integrative motive 
results from integration with the target language community and that integratively 
motivated individuals are expected to have a target-like proficiency.
Given that most of Gardner's research was carried out in the Canadian context among 
Anglophone students leaming French as the second main language in SL leaming 
context, it seems the integrative motive was easily found upon investigation of 
motivational research. Leamers in these studies were likely to have many 
opportunities to come into contact with French Canadians in that context. Considering 
that my study is conducted in a FL context, this integrative motive is difficult to 
investigate and find among the sample of the study. For this reason, it will not be 
considered in this research.
Considering the shortcomings revealed by subsequent research in Gardner's 
traditional socio-psychological perspective of motivational orientation and drive, 
many changes in this area of research emerged at the beginning of the 1990s. It was 
hoped that the new research would give a more comprehensive consideration for 
motivational constmcts in L2 research, focus on motivational constmcts in the 
classroom and make it applicable in that context, and define other components or 
factors affecting L2 motivational constructs through extending research from SL to 
FL leaming contexts. Motivational constmcts needed to be placed in a wider context 
in order to overcome weaknesses in previous research studies which might have been
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responsible for the lack of obvious and definite connections between motivational 
drive and other factors. The call for these changes was first made by Crookes and 
Schmidt (1991) (see also Oxford and Shearin [1994] for motivational research 
weaknesses). Reviewing previous research literature, Crookes and Schmidt proposed 
adopting a motivational approach that considers psychological constructs and defining 
the pedagogical implications of L2 motivational research; in this respect, they adopted 
Keller’s (1983) determinants of motivation (‘interest’, ‘relevance’, expectancy’ and 
’outcomes’) as a definition to motivational drive of choice, enjoyment and 
persistence. They developed a framework for a new research agenda ^ vith some key 
research questions based on the existing theoretical background and they hoped to 
have a generalizable theory or model showing the role of L2 motivation in different 
contexts (rather than just the SL context) in new research trends.
Domyei's research, since the 1990s, can be considered as one of the main directions of 
current research. For Domyei, motivational drive is a dynamic construct that is linked 
to classroom research. In his study in the Hungarian context, Domyei (1990) reached 
the conclusion that motivational constmcts in FL leaming contexts include an 
instmmental motivational subsystem, an integrative motivational subsystem, a need 
for achievement (academic achievement) and attributions about past failures. 
Attribution about failure was considered as one of the motivational constmcts in the 
FL context taking into account the fact that failure in language leaming is common. 
The integrative motivational subsystem in FL contexts, however, differs from the one 
defined in SL leaming contexts (the latter assumes integration with the target 
language community considering the presence of the target language speakers in that 
community [e.g. Gardner and Lambert, 1972]). The former integrative orientation has 
different components of (Domyei, 1990: 275):
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1. interest in foreign languages, cultures, and people
2. desire to broaden one’s view and avoid provincialism
3. desire for new stimuli and challenges
4. the desire to integrate into a new community
Notably, one of the components of integrative orientation in FL leaming context is the 
desire to integrate with the new community. This does not imply a real integration 
given that there is no direct contact with the target language community in the 
leaming context (see Domyei’s (2006) 'imagined community' below in this section).
Clement et a /’s. (1994) study in the Hungarian context revealed that integrativeness, 
linguistic self-confidence and appraisals of the classroom environment (the evaluation 
of the classroom environment, the type of tasks and the teacher and the leaming group 
cohesion) were found to be the determinants of L2 motivational constmcts. Domyei
(2001) believes that this study conducted with his other colleagues validated other
previous research findings since the components found in this study were similar, i.e. 
appraisals of the classroom constmct were similar to Gardner's attitudes toward the 
leaming situation in AMTB. Extending the findings in Clement's et a/., Domyei 
(1994a) provided a theoretical framework for L2 motivation identified according to 
three levels: language level, leamer level and learning situation level (see Table 2.1 
below). The language level relates to instmmental and integrative motivational 
subsystem. The leamer level consists of different individual characteristics such as 
need for achievement and self-confidence, whereas the third level is concemed with 
course-related motivational components, teacher-related motivational components and 
group-related motivational components. Some of the components of these models 
were taken from educational psychology and from other studies findings. It appears
56
Literature review
that the three defined levels indicate the three dimensions of language: the social 
dimension (language level), the personal dimension (leamer level) and the educational 
dimension (the leaming situation level) (Domyei, 1994a). In this framework, it is 
hypothesised that each level can work separately to influence the overall motivational 
constmcts. In other words, only one level can make change in motivation regardless 
of the other two levels (e.g. different target languages studied can differently 
influence motivation of the same student in the same leaming context) (for a review, 
see Domeyi, 1994a, 2001).
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Table 2.1 Domyei's Framework of L2 Motivation (adapted from Domyei, 2001: 113)
Language level Integrative motivational subsystem 
Instrumental motivational subsystem
Leamer level Need for achievement 
Self-confidence
• Language use anxiety
• Perceived L2 competence
• Causal attributions
• Self-efficacy’
Leaming situation level 
Course-specific motivational components
Teacher-specific motivational components
Group- specific motivational components
Interest (in the course)
Relevance (of the course to one’s needs) 
Expectancy (of success)
Satisfaction (one has in outcome) 
Affiliative motive (to please the teacher) 
Authority type (controlling vs. autonomy- 
supporting)
Direct socialisation of motivation
• Modelling
• Task presentation.
• Feedback 
Goal-orientations
Norm and reward system
Group cohesiveness
Classroom goal structure (cooperative,
competitive or individualistic)
’ Self efficacy is a personal judgment of one’s ability to achieve actions (according to Domyei, 1994a)
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Another trend in motivational research was the self-determination theory in L2 
motivational literature which was the early work of Deci and Ryan (1985; also Deci, 
et al [1991] for review). It is claimed that their theory, unlike other goal motivational 
theories, directed attention to the direction of behaviour and reasons behind 
involvement in the action to achieve the desired goal (Deci, et a l 1991). As 
mentioned previously in this chapter (see section 2.3.2.2.1), motivation is a directed 
goal-behaviour. The main idea underlying this theory is the distinction between 
motivated and intentional behaviour and the two types of intentional behaviour (self- 
determined and controlled). Usually, self-determined behaviours stem from personal 
preference while controlled behaviours are more externally influenced.
This theory has also made clear the differences between intrinsic motivation and 
extrinsic motivation. It seems that these two types of motivation are more or less the 
same as integrative and instrumental motivational orientations (presented earlier in 
section 2.3.2.1) in which the integrative focuses on personal interest in the other 
language group while the instrumental outcomes might be more mandatory and 
required by external forces. The first type, i.e. intrinsic motivation, is performed for 
the purpose of the personal satisfaction of goals, whereas the extrinsic type is more 
instrumental. Extrinsic motivation can be divided into four main types according to 
the internalization process (which is simply defined as ‘motivated process' see Deci et 
al 1991: 328). It has been claimed, however, that similarities between 
instrumental/integrative motivation and extrinsic/intrinsic motivation do exist 
(Schmidt, et a l  1996). It seems that the main theme, which underlies each 
orientation/motivation type as internal or external factors for language study, might be 
the reason for having similar features. Because instrumental/ integrative motivational 
orientations imply certain goals, it is argued that they are both elements of extrinsic
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motivation (Schmidt, et al. 1996). In L2 leaming, especially in an FL leaming context, 
it seems that being intrinsically motivated is likely to lead to success in language 
leaming since this motivation stems from the individuals’ intemal desire to achieve 
goals and enjoyment in doing L2 leaming tasks. Extrinsic motivation is more forced 
by extemal forces and it seems that it is based on short-term goals. Intrinsic 
motivation is usually accompanied by pleasant feelings and less pressure in 
comparison to extrinsic motivation which implies negative feelings (Vallerand, 1997). 
In this respect, Deci and his colleagues (1991) think that a supportive-autonomy 
leaming environment (the supportive role of teachers) rather than a controlling 
environment (the authorative role of teacher) promotes students’ intrinsic motivation, 
self-determination and self-esteem and sequentially results in effective leaming and 
good outcomes. They identified two main factors that determine teachers' behaviour 
in the classroom: the school administration and students' strength of motivation. 
Parental support for their children’s autonomous behaviour was also considered since 
parents reinforce their children’s motivation.
Adding a new perspective on motivational research, Domyei and Otto (1998) 
developed a model that gives more insight into the motivational processes that 
develop over time by focusing on the process oriented vie^vpoint (see Domyei, 2001). 
It was also an endeavour to establish a comprehensive framework that is based on 
many different lines of research (e.g. Self-determination theory). It is a practical 
model that focuses on the inherent motivational processes that take place in the 
classroom. Briefly reviewing the model, it focuses on two central dimensions, namely 
action sequence and motivational influences. Action sequence deals with all the steps 
that come between the first stage of having wishes and desires to the accomplishment 
of goals and the evaluation stage (it describes more or less the intemal process of the
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behaviour), while motivational influences are about the ‘energy sources’ and 
‘motivational forces' that have an impact on and sustain the action process of 
behaviour. Domyei and Otto give a thorough description of the transformation of 
initial wishes to real outcomes through goal attainment. In this respect, they point out 
that motivational behaviours (action sequences) go through a preactional phase 
(motivational choice), an actional phase (implementation of actions) and a 
postactional phase (evaluation after action completion).
Ushioda, who is one of the researchers adopting a similar cognitive approach in their 
motivational research (e.g. Domyei and Otto, 1998), focused on the temporal 
dimension of L2 motivation. She tried to show the link between self-motivation and 
leaming autonomy since motivation can work to promote and maintain autonomous 
leaming. She also highlighted in her research (e.g. Ushioda, 1997) the need to 
“understand how motivation shapes leamer involvement in leaming, and how leamers 
themselves can perhaps shape and sustain their own motivation” (1997: 39).
Using a qualitative approach to investigating in L2 motivational research, Ushioda 
raised the issue that the quantitative perspective (commonly used) of motivational 
drive mainly focuses on the degree of motivation, considering the three main 
components of motivation, but not their qualities (see Ushioda, 1994 and 2001). Her 
1994 study  ^ Ushioda investigated the motivation of 20 undergraduate students 
leaming French at Trinity College Dublin using a qualitative approach. The study was 
performed in two stages and consisted of interviews in which students’ motivation 
toward French in general was examined in the first stage, while the second stage (15- 
16 months after the first stage) was an attempt made to investigate the development
See also Ushioda (1997 and 2001) for a review of this study.
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over time of their motivation and leaming experiences through open-ended and semi- 
stmctured interviews. Ushioda believes that effective motivational thinking leads to 
emphasizing only positive individuals’ experiences in the leaming process. From this 
perspective, she argues that even the less successful students can also be motivated to 
leam since their current goals and incentives control their leaming motivation. Most 
of the students in her study referred to their good previous experiences in visiting 
France or French-speaking countries as a source of their motivation toward the 
language. She concluded that L2 achievement and experiences play only a certain role 
in changes of motivational experience for leamers over time (Ushioda, 1996). As 
Ushioda (1997) argues, leamers of a new language sometimes feel that they are no 
longer motivated to learn because of the bad experience they face or because of loss 
of interest and boredom. This is a natural state given that language leaming is a 
demanding activity. From this perspective, Ushioda (1997) raised the issue that bad 
performance and leaming obstacles are partially responsible for negative language 
leaming experience and other factors that take place. It seems that Ushioda (1997) 
was calling attention to how individuals perceive their leaming experience and what 
consequences this has for their motivation. If they have negative beliefs about their 
leaming interest and ability, this will lower their motivation.
The last two reviewed approaches above (Domyei and Otto, 1998; Ushioda, 1994, 
1996, 1997) deal with motivation as a process. Hence motivation is changeable and it 
might go through different phases in the long mn of leaming languages (Domyei, 
2006). It seems that this approach focused on the changes of daily motivation in 
language leaming contexts (particularly FL leaming contexts). Linking research with 
the classroom context has made applying motivation more realistic in leaming 
contexts. The motivational research in the last decade has adopted a situated approach
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which gave more insight into the dynamic nature of motivation and its temporal 
variation, previously neglected aspects in research, and also focused on the effect of 
the learning context on the students' disposition and the effect of motivation on the 
classroom learning processes (Dornyei, 2006).
Considering that most research studies were based on cross-sectional studies and that 
motivational drive is changeable, most cross-sectional studies do not give a good 
indication of changes in motivational orientation and drive over a period of time. 
Sometimes, motivational orientation and drive are influenced by some personal or 
environmental factors at a certain point of time. For this reason, applying a 
longitudinal approach might spot changes over different periods of time in 
individuals’ motivational constructs and give a clear picture of developments in the 
learning process. Considering the time aspect in L2 motivational research, 
longitudinal methodological approaches have been one of the new trends of current 
motivational research studies. Reviewing motivational studies literature, it seems that 
there are not many longitudinal studies and there is a need for more research of this 
kind (see Dornyei, 2001). Notably, research studies using the longitudinal design 
discussed here were mostly conducted either using the same sample over almost one 
year (e.g. Gardner, et al, 2004) or using the same age group (different samples) over a 
longer period (e.g. Dornyei and Csizer, 2002; Dornyei et al. 2006). Accordingly, the 
importance of my study emerges since it is based on a two-year period and the same 
sample has been involved in the whole period of this research. Dornyei et al.'s study 
which was an extension to Dornyei and Csizer's study in the Hungarian context using 
a large sample of the population, was carried out on three different occasions of data 
collection (1993, 1999 and 2004). The purpose of the study was to trace changes in 
attitudes and motivational drive toward five languages in the Hungarian context over
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time within a specific population rather than to investigate changes of motivational 
behaviour for the same sample group with regards to their attitudes and motivational 
orientation and drive in learning the five languages. Put differently, Dornyei and his 
collègues' study wanted to track changes for different samples of the same age group 
at different periods of time.
Another direction of the current motivational research is re-considering Gardner's 
integrative motivation toward learning languages, with reference to Lamb’s study 
(2004) (see section, 2.3.2.1), specifically with a widely used language such as English 
since "it is less and less clear who 'owns' the L2" (Dornyei, 2006: 52). As a matter of 
applicability of the concept in many contexts, Dornyei has given a new illustration to 
the integrative motivation that implies more ‘metaphorical identification’ with the 
sociocultural aspects of the new language. In fact, regarding this issue, Dornyei has 
preferred to use Norton's (2001) proposed concept of 'imagined community' in 
defining integrative motivation and concludes his argument by saying it is the desire 
to integrate with an imagined L2 community. Consequently, this modification of 
Gardner's integrative motive makes the concept applicable to various study contexts, 
in particular to FL learning context (e.g. the Jordanian context) where there is no daily 
contact with L2 group.
Some attempts at investigating the relationship between variables were drawn from 
theories in motivational psychology (related to goal theory and the need for 
achievement) (e.g. Dornyei [1990] and Gardner and Tremblay [1995]). Motivational 
research moved from a socio-psychological perspective to an educational perspective. 
The latter perspective was an attempt to show the dynamic nature of motivation and 
how it affects classroom learning directly. Current motivational research shows a lack
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of studies considering the temporal factor while investigating motivation, since this 
kind of study reflects on the inherent nature of individuals’ motivation.
The following section reports some research studies from different parts of the world 
followed by reviewing research studies in the Arab context. The purpose of this 
section is to show the relationship between different attitudes and measures of 
motivational drive (in addition to other measures) and L2 achievement. It also aims to 
reveal the factors that affect attitudinal and motivational constructs in different studies 
and different contexts. This review will help in showing the developments of 
empirical motivational research in addition to the developments presented in the 
current section, since other variables such as desire to continue study, anxiety and 
presence of L2 community speakers are investigated in different studies. Lastly, it is 
hoped to link these findings to my study, especially the findings from the studies 
conducted in the Arab context. The last section (2.4) in this chapter will focus on 
motivational constructs from the educational context and how important it is. for 
students and teachers in the learning context.
2.3.2.2.3 Attitudinal and Motivational Constructs and SLA Achievement
The fact that various studies have been carried out in different contexts with different 
sociocultural, ethnolinguistic and educational factors, suggests that motivation differs 
according to the context of the study (Dornyei, 1998). As mentioned previously, each 
context has its peculiarities, while some motivational constructs might appear in each 
context. Findings in one context might not be generalized to other contexts.
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Dornyei and Csizer (2002) carried out a longitudinal survey (1993-1999) in Hungary 
among thirteen and fourteen years old school children to examine some motivational 
aspects toward five foreign languages (English, German, Russian, Italian and French). 
The study followed a cross-sectional approach in which data were collected at two 
different times to show the change among 13/14 year old teenagers population in the 
context of study. A motivational framework was elicited from the items of study: 
‘Integrativeness’, ‘Instrumentality’, ‘Direct contact with L2 speakers’, ‘Cultural 
interest and Vitality of L2 community’. Results showed a significant decline of 
interest in and motivation towards these languages through the period of study (1993- 
1999) except for the English language, which maintained its status as a world 
language. Students’ preference for this language did not change during the 
investigated period. Differences regarding gender and the place of residence 
(geographical distributions) and their influence on attitudes and motivational items 
were also elicited in this research. For example, boys preferred English, German and 
Russian in the second stage of this survey, while girls gave preference to French and 
Italian as their choices.
Depending on the neighbouring countries, students in Dornyei and Csizer’s (2002) 
study expressed their preferences mostly for certain languages. With regards to the 
region factor, it was noted that in the East, Russian was highly preferred, whereas 
German was given preference in the West. It appears that, unlike the other regions in 
this country, there was a decrease in the importance of learning German as it is used 
in the capital. On this matter, Dornyei and his colleague concluded with regards to 
German findings that:
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...the integration into an urbanized, modem world appears to 
increase the gap between World English learning and non-world language 
learning, even when World English is compared with a traditionally 
dominant regional lingua franca.
Dornyei and Csizer (2002: 449)
It seems that the process of ‘Englishisation’ had many effects on the widespread use 
of German and on the preference of other languages in this context given that they are 
non-world languages.
Another issue related to the particularity of each context is the presence of the target 
language group in the learners' community. It is normally reasonable to assume that 
this presence would have an effect on attitudinal and motivational constructs of 
individuals and is likely to lead to better L2 achievement. For example, D’Angle-Jean 
and Renaud’s (1985) study reveals a high correlation between the presence of non- 
French speaking adult immigrants (who benefit from being in a French-speaking 
community) in Montreal and their French proficiency. In Clement et al. (1977), 
positive attitudes toward the target language community were shown to strengthen 
and support language study motivation in the Canadian context. In this study, 
integrative motivation was associated with persistence of francophone students 
learning English in the 11^  ^grade (compared to 10^  ^grade students). In a similar way, 
there is evidence that early socio-cultural experience (includes attitudes toward the 
learning situation, anxiety, effort and parental support and percentage of L2 speakers) 
of students learning French in Ontario showed an influence on attitudes that followed 
(Gardner et al., 1999). In contrast, Gardner and Clement (1990) clarified that L2 
learning can take place in monolingual contexts (FL learning contexts) where there 
are no native speakers of L2, as motivational orientation and drive and L2
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achievement might be influenced by the context of learning itself (e.g. the learning 
situation in the classroom) and parental encouragement.
The findings suggest that L2 community speakers of the target language might 
sometimes have a positive effect on L2 learners since some studies did not support 
having such effect (e.g. Coleman's [1995]; Li, [2006]). In a qualitative study 
conducted among a sample of Chinese students studying in the UK, Li (2006) found 
that students had a mixture of positive and negative attitudes toward British people. 
The kind of attitude was developed through life experience in the UK and direct 
contact with British people. As a result, students’ attitudes showed an impact upon 
their motivational orientation (instrumentally motivated in that context) and on their 
drive to learn the language in the host society. For some of them, a negative attitude 
was like a psychological barrier that prevented them from contacting English speaking 
people. However, for others, the surrounding environment was supportive and led to 
development of their self-confidence. In a FL context, there is normally no direct 
contact with the L2 community speakers. Thus, there might be other factors that have 
a role in the kind of motivational orientation, the extent of motivational drive, and L2 
proficiency and achievement. With regards to orientation, from their study findings in 
the Hungarian context, Clement et al (1994: 434) refer to the kind of orientation in 
such a context, i.e. in the absence of the English-speakers, in which it:
would appear to sustain distal friendships (through travel), an interest in 
English culture as a foreign phenomenon, and an instrumental orientation 
based on the acquisition of knowledge and media usage rather than on the 
achievement of pragmatic outcomes.
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As Dornyei (1990) has indicated, learners of FLs cannot form attitudes about L2 
community speakers considering that they have no contact with them. Their 
integrative motivation is rather an interest in L2 learning and in the community, 
interest in the cultural and intellectual values of learning the target language, and a 
new stimulus and challenge.
As for the relationship between motivational drive and other variables, motivation 
shows an influence on different factors in the learning process such as anxiety, and 
self-confidence and learning strategies. Schmidt and Watanabe (2001) investigated 
the relationship between motivation, strategy use, and the preference of certain 
activities and instruction among a large sample of students studying five languages 
(French, Chinese, Japanese, Filipino, Spanish) at Hawai'i University. Language 
heritage was one of the primary motivational orientations in the study, in which 
learners studied the language that represents their ethnic identity. Japanese, Chinese 
and Filipino students of the sample represented ‘heritage learners’. Students' 
motivational orientation was linked with their perception of the value of L2 study in 
which students who value language study showed integrative and instrumental 
orientations, whereas the students who did not value L2 study showed low/no 
motivation.
Motivational drive has also been found to affect the desire to continue with language 
study. For example, in a study carried out by Gardner and Lysynchuk (1990), to 
identify the relationship between attitudes, motivation and retention in L2 learning, 
students’ retention of French language skills, motivation, attitudes, aptitude and 
achievement were examined. The sample consisted of 9^  ^ grade students who were
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studied over a nine-month period. It was observed that there was a general decline in 
all skills and attitudes toward both the second language community and learning 
situation after the end of the learning period. It was concluded that the students’ 
elementary level and their partial knowledge of language skills, in which some of the 
structures were newly acquired could explain the deterioration in language skills. 
Similarly, in a study undertaken to examine motivation and the desire to continue 
language study among secondary school students learning French/Spanish in three 
contexts in America, a high percentage of responses showed that the reason behind 
language study was instrumental, “fulfilling a college entrance or graduation 
requirement” (Ramage, 1990: 200). Different factors affect students’ decisions to 
continue with their language study, such as grades and attitude and motivation for 
language study. Unlike discontinuing students who study FLs to satisfy a study 
requirement, continuing students have both intrinsic and extrinsic motivation for 
language study. Yet, motivation mediates the link between both attitudes and 
continuity in language study and it is essential to measure this kind of relationship 
(Clement a/. 1978).
Similarly, Gardner et al (2004) set out to determine the extent to which instruction of 
French affects attitude, motivational drives, and anxiety in a sample of university 
students attending intermediate and advanced language classes over one year. The 
results showed that there was a general decrease in the scores indicating students’ 
motivational drive, attitudes, and anxiety by the end of the year due to their final 
grades. Students who achieved A grades maintained low anxiety, positive attitudes 
and high motivation over the whole year in spite of a decrease in their effort to study 
the language. The reason given for this decrease is the comfort level students have as 
a result of their high grades. The decrease in anxiety, attitudes and motivational drive
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among students with B grades was ascribed to the kind of learning experience they 
had had, feedback on assignments and exam results. The students who achieved less 
than a B grade had high anxiety, low motivation (in desire, effort and attitudes toward 
the learning situation) and negative attitudes right from the beginning of the year, and 
showed a decrease in these affective variables and an increase in anxiety towards the 
end of the year. That is, the lowest group of L2 achievers were the least motivated 
group.
In an update of Dornyei et alls earlier 2006 study in the Hungarian context, Csizer 
and Kormos (2008) report that the students (13-14 years old) who started learning 
English had more positive attitudes toward speakers of English and higher linguistic 
self-confidence. In comparison, the students of German (as one of the regional 
languages in the study context) showed less positive attitudes toward the target 
language group and less confidence and put less motivational intensity into learning 
this language. Csizer and Kormos’ results indicate that the students who showed high 
motivational intensity (or effort) get more involved in different intercultural contact 
activities in L2 learning rather than those with less motivational intensity; in this case 
students of English, compared to the German sample, engaged more in direct written 
(e.g. emails) and media contact with the target language group. The two researchers 
concluded, based on their findings with regards to the importance of English for these 
two groups of learners, that learners’ motivational characteristics at different ages are 
influenced by the ‘ethnolinguistic vitality’ of the language and its global position 
among other world languages.
It is natural that highly motivated individuals are described as being less anxious, as 
they work hard to achieve their goals. Using items from the AMTB and other
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measures developed for their particular study, Gardner et a l (1997) investigated the 
relationship between attitudes, motivational drive, anxiety, self-confidence, aptitude, 
learning strategies and field independence with achievement among university 
students attending an introductory course in French, concluding that there was a 
considerable correlation between ‘affective measures’ and L2 achievement grades. 
They also argue that the findings give support to the socio-educational model, given 
that the results show how the variables relate to each other.
Despite the effect of motivational drive found on L2 achievement, which has been 
reported in some studies, Chihara and Oiler (1978) have questioned the kind of 
relationship between attitudes, motivational drive, and L2 achievement grades 
referring to Genesee's (1978) study among students of 6^*^ and ll/^ grades in Quebec 
learning French, although they did not deny that there is a relationship of some kind. 
Elsewhere, Khanna and Agnihotri (1998) have questioned the relationship between 
attitudes and motivational drive, on the one hand, and speech skills, on the other hand, 
for university students in their study in which there was no evidence of a relationship 
between them. However, negative and unclear results regarding the relationship 
between attitude, motivation and achievement grades do not invalidate the various 
findings in this field, which indicate the essential role of these factors in SLA.
In the next section, a review of the body of research conducted in the Arab context, of 
particular relevance to my study, is presented.
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2.3.2.2.4 Attitudinal and Motivational Constructs and SLA Achievement: Studies 
in Arab Contexts
Before going through study findings in the Arab context, it is important to give a brief 
background on the preeminence of the Arabic language and the factors supporting 
learning other languages in that context.
It has been argued that language is considered to be, from the time of the early start of 
Arab nationalism era in the 19^*^ century, one of the main features of nationality 
(Zughoul and Taminian, 1984). In this respect, the Arabic language represents the 
identity for Arab nations and it has a consolidating role; it is an official language^ 
used for communication in 21 countries’®. Arabic is not only the language of 
communication in these countries, its importance also comes from its religious value 
for Muslims. Furthermore, the importance of this language among its speakers is also 
derived from “its symmetrical and logical structure”, its richness in vocabulary and its 
beauty, especially in poetry (Yazigy, 1994: 68). For this reason, it has a great 
importance for Arabs, who share religion, language, history and cultural heritage and 
values.
Since Arabs have a pride in their own language and culture, it is reasonable to assume 
that adopting another identity such as in a SL context might have some impact upon 
individuals. The kind of bilingualism individuals experience (additive or subtractive) 
in learning L2 depends on their attitudes toward the language and its speakers.
 ^In some countries, Arabic is the official language along with other language(s) such as in Algeria and 
Tunisia where French is used as a consequence of the French colonialism in the 20''' century (in the 
period of the First and Second World War and subsequently).
Jordan, Iraq, Syria, Palestine (and Israel), Egypt, Saudi Arabia, United Arab Emirates, Bahrain, 
Qatar, Kuwait, Lebanon, Morocco, Tunisia, Libya, Mauritania, Sudan, Yemen, Oman, Algeria, 
Djibouti and Republic of Chad.
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Leaning foreign languages was imposed on Arabs as a result of the British and French 
colonial power after the First World War. At that time, learning English and French 
was forced on the colonized countries. The status of the representative speakers of 
English and its use in different activities, mainly education and formal administrative 
issues, gave English prestige in the colonized countries controlled by the British (e.g. 
Jordan) while French showed attempts to eliminate Arabic in the French colonies (e.g. 
Algeria) (Zughoul and Taminian, 1984). With regards to English, the main concern of 
this study, it is today the medium of instruction in private schools and in many 
university majors in Jordan.
Other factors can be also attributed to learning foreign languages (in particular 
English) in the Arab context related to its geographical situation between Europe, 
Asia and Africa, and the world status of English as the language of technology (and 
technological terms), communication and commerce (Yazigy, 1994). After 
independence in the Arab World, there were attempts to reinforce the use of Arabic as 
the only official language used in the country and as the language of education. 
However, some problems were found since it was difficult to find terminological 
equivalents to the English technological terms in Arabic (see Zughoul and Taminian, 
1984; Yazigy, 1994). Thus, English and French remained the prominent languages in 
the Arab World and language of instruction in Science schools at university.
Nowadays, English is used and taught as a foreign language in most Arab countries 
(English is used as a lingua franca in the Gulf countries because of the foreign labour 
immigration) and individuals who speak English - a prestige language - reach high 
social and economical status in these societies. The current study is an opportunity to 
investigate if the ‘bicultural identity’ described in the literature (see Arnett, 2002) is
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emerging in Jordan and if students want to be part of the larger English community. In 
this respect, Abuhamdia (1984: 28) has called attention to the conflict in feelings 
between maintaining Arabic and adopting English as another language for Arab 
learners by saying:
...the Arabs find themselves caught in a dilemma, tom between loyalty
to Arabic, out of ideological, cultural, and nationalistic values, on the one
hand, and the linguistic concomitants of importing and adopting technology 
from its English-based sources, on the other.
Considering this brief (historical) background, Yazigy, (1994) has argued that Arabs 
towards the end of the 20^ century worked more on reviving Arabic culture and have 
more doubts about any kind of external influence on their political, economical,
educational or cultural issues than before, given that they were accepting the Western
countries influence on these aspects previously . From these mentioned facts (Zughoul 
and Taminian, 1984; Yazigy, 1994), it is possible to understand Arab learners' 
attitudes toward learning other languages (mainly English) taking into account the 
mixture of feelings they have.
In a study conducted by Zughoul and Taminian (1984) to investigate attitudes toward 
English among different samples of Jordanian university students, the researchers 
found effects for sex, religion (Muslims or Christians), residence (city or village), 
educational background (parents’ educational background), and university major (e.g. 
business, English or education) on students’ attitudes toward English. Most of the 
students showed a preference for Arabic, not English, as a medium of instruction, as 
many showed agreement with the statement that “Arabic as a language [...] is capable 
of handling modern Sciences.” (1984: 166). These students (40% to 50% of the whole
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sample) were of the opinion that English, as a medium of instruction, is a threat to 
Arabic as a symbol of Arab identity and unity. Generally, students in this study were 
described as 'conservative' on many issues regarding learning English; researchers 
tended to classify the different groups of students according to a continuum of 
conservatism (less conservative to more conservative). For example, male Muslims 
were more conservative than male Arab Christians as they gave lower ratings to items 
on westernization, English utility and English as a ‘status marker’ (1984: 176). 
Students from cities were more interested in westernized culture compared to students 
from rural areas. To sum up, the main finding here is that students recognised the 
instrumental need to learn English as a tool for finding better jobs, for example, but it 
seems that students were proud of their language and did not show any desire to 
integrate with English-speaking society.
Another study conducted in the Jordanian context revealed positive attitudes toward 
the English language and the British and American people (see Abdel Hafiz, 1994). 
A sample of third/forth year students of English majors at Yarmouk University 
showed both instrumental and integrative motivational orientations in learning 
English. One of the significant results was that attitudes and motivational orientations 
did not correlate with either English achievement (university records) or an oral 
English proficiency test. However, English achievement in courses and oral English 
proficiency were significantly positively correlated with each other. Similarly, Al- 
Ansari (2000) found no correlation between motivational variables investigated and 
achievement in English among university English major students in the Bahraini 
context.
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Different attitudinal factors that affect students learning English and the effect of 
students' ethnocentrism” on this process of learning were the main themes of Yazigy's 
(1994) study among university students in Lebanon. Students here expressed more 
positive attitudes toward foreign language learning and toward English speakers than 
toward English culture because it was assumed that English speakers could not 
influence learners' identity compared to the English culture. Unlike English, Arabic 
was highly rated on ‘expressive’, ‘religious’ and ‘pure’ traits of language; English was 
given traits such as ‘useful’, ‘practical’, ‘dynamic’ and ‘flexible’. This shows the 
instrumental perspective adopted in evaluating English. Factors (as Bagnole, 1977, 
pointed out), such as colonialism, political, social, and educational factors, 
bilinguality and minority groups’ existence, have an impact on the attitudes of 
learners; Yazigy revealed the effect of these factors beside the language identity 
factor.
In a sociocultural study of undergraduate students recruited in TEFL major of study 
(Teaching English as a Foreign Language) in Oman, Fahmy and Bilton (1992) found 
that positive attitudes toward learning English and positive views of Western culture, 
instrumental evaluation of language study, and lack of confidence in English-speaking 
skills were the main perspectives of students in their sample. In this study, as opposed 
to Zughoul and Taminian’s (1984) study and Yazigy's (1994) study, students had an 
‘additive’ sense of bilingualism and showed a positive attitude towards English. It is 
reasonable to assume that political, economic or social factors affect differently each 
context.
"  This refers to the beliefs about one’s own identity and group. Usually, individuals have a feeling of 
superiority of their own group. In learning another language, this feeling that individuals have toward 
the other ethnic group might to some extent have an impact on language success.
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In Egypt, Sadeq's (1986) study investigated attitudes of university students toward 
studying English as a major. Six dimensions were involved in the investigation: 
knowledge, prestige, communication, self-improvement, self-concept, and intrinsic 
and extrinsic factors. The results showed that different factors affected students’ 
motivations toward English such as: personal factors and educational factors. Students 
did not feel any kind of threat in learning English and also showed instrumental 
motivation to learn English. Older students who were starting to get more proficient 
were greatly aware of their own development in learning English.
As to Schmidt et al.'s (1996) study, they aimed to investigate the motivation and 
learning strategies of learners (aged 15-70 years old) attending afternoon private 
language classes at the Centre for Adults and Continuing Education at the American 
University in Cairo. Results showed that affect, goal orientation and expectancy are 
the main dimensions for learning English as a FL in that context. A relationship was 
noted between learning strategies and preference for particular classes and tasks, on 
one hand, and motivation, on the other hand. For instance, communicatively oriented 
classes were mostly chosen by learners who scored highly in the affect dimension of 
motivation. The researchers of this study also remarked that cognitive strategies were 
utilized by learners who have high determination, have social ability or are 
instrumentally motivated.
Malallah's (2000) study in the Kuwait university context showed different results 
relating to attitudes. The study examined the attitudes of three groups of students from 
different colleges at that university (Sciences, Arts and Sharia and Islamic studies) 
toward the English language, toward learning the language, toward native speakers of 
English and the reasons behind studying English, and its status in Kuwait. These
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students attended English courses at the English Centre at the University. Students of 
the three groups from the colleges showed different levels of attitudes toward the 
language, its native speakers and the purposes for learning English. Unlike the 
students of the Arts and Islamic studies colleges, students of the Science College 
showed the strongest favourable attitude toward English, toward the peoples of 
English-speaking countries, and toward classroom instruction in English considering 
that English is the language for instruction for the Science students. The least positive 
attitudes were found for the Sharia and Islamic studies group. Malallah also showed 
the influence of length of visits to English communities, year of university study, 
watching English TV, proficiency and future career intention (e.g. pursue higher 
studies) on students' desire to learn English, their effort, their attitudes toward English 
and its speakers, and their anxiety. When students have a high self-perceived 
proficiency in English, their anxiety becomes low and their desire and attitudes to 
learn English and toward English speakers are enhanced.
Investigating the effect of different socio-cultural factors and attitudes and motivation 
(drive and orientation) on the learning of English as a foreign language in Bahrain, 
Lori and Al-Ansari (2001) chose a sample of children in the third grade to know their 
perceptions of English before starting to learn the language in the following year of 
study. The results of their study showed that significant and positive attitudes and 
high motivational drive toward learning English emerged from the responses of the 
pupils in their sample. It was shown that using English games (at the preschool stage) 
got outstanding scores and it seems that parental support was the cause behind their 
children's early exposure to language. The different social and cultural factors 
connected directly with children, mainly the presence of non-Arabic speaking 
housemaids and early exposure to English stories and games, were enough to improve
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students’ perceptions of English language learning before engaging in language study. 
As a result, it was assumed that this background would help them in acquiring the 
language when they start to learn it at school.
Lastly, changes in the attitudes toward native speakers of a language might be 
influenced by residing in communities where native speakers are also found. Abu- 
Rabia (1997) found evidence of the effect of the values of conservative Arab societies 
on the attitudes of boys and girls toward the target language community in a sample of 
immigrant Arab students in Canada. While the boys had instrumental motivation, girls 
were integratively motivated. This kind of orientation was interpreted in the light of 
the nature of roles for each group in Arabic and Islamic cultures and the role of 
Canadian policy, which encourages involvement in society (mentioned previously in 
Chapter 1). So, in the parents’ interviews, mothers seemed to encourage their 
daughters to assimilate to that society and girls followed their mothers, while fathers 
refused this idea and maintained their concern for their own identity.
Most studies presented and reviewed in the Arab context targeted university students 
rather than other age groups, such as school students or older adult learners. None of 
the previous studies have investigated the change of attitudes, motivational orientation 
and drive using a longitudinal methodological approach. It was also noted that one 
research method (either quantitative or qualitative) was used to collect data. It seems 
that there is a need for further research that focuses on these shortcomings in the 
research mainly in the Arab context and this is the purpose of the present study in the 
Jordanian context, as mentioned earlier in Chapter 1.
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2.4 L2 Learning Attitudes and Motivational Drive in Education
Motivation is defined in educational psychology as a process which involves students' 
energy; they have certain desires to achieve goals and try to engage and persist in this 
process (Wlodkowski, 1978; cited in Christophel and Gorham, 1995). In the following 
section, the essential role and significance of motivation and attitudes in the classroom 
context will be addressed, since some issues regarding student’s attitudes and 
motivational orientation and drive are investigated in the present study through 
interviews with both students and teachers.
2.4.1 Students’ and Teachers’ Motivational Drive
Lately, there has been considerable interest in motivation from the perspective of 
teachers and their FL students in an attempt to create a welcoming learning 
atmosphere for both teachers and students. It is argued that motivating learners is the 
second most important matter in L2 learning and it is an area of challenge for many 
teachers in the classroom - the first issue concerns classroom discipline (Dornyei, 
2002). Following Dornyei, the quality of motivation, the type of motivational 
strategies and the process of maintaining these motivations are the main areas in the 
students’ motivational dictionary. It appears there are many challenges regarding how 
to balance and apply the different motivational strategies in the classroom; this is a 
complex issue and it is the major concern of many researchers such as Dornyei.
L2 learning motivation (motivational drive) is influenced by many variables and 
factors. To put it differently, learners’ motivational drive is divided into two types:
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primary motivation (or intrinsic) comes from learners themselves, and secondary 
motivation relates to sources which are external to learners (Nation, 1975). To satisfy 
teachers and parents and to pass exams can be the main factors that motivate learners 
who have the second type of motivation (Nation, 1975). However, the first type, as 
Nation claims, is stronger than the second type, as students here show their own 
intrinsic desire and effort to achieve goals without any external intervention such as 
that of teachers. Four factors have a major role in L2 motivation: the learner, the 
teaching method and the teacher are the three internal factors which directly influence 
the teaching situation; the fourth one is external to the learning context (the ‘socio- 
linguistic context’ if language has a social status) (Girard, 1977). This means that 
there is a mutual interaction between the different parts of the educational process.
Usually, individuals’ personal experiences in family, community and different societal 
institutions, exert influence on their future goals since these factors help students in 
formulating their perceptions of their ability to achieve the specified goals. In 
research on teaching patterns influencing students’ motivational drive, applying 
various principles in order to motivate students to understand and have a meaningful 
learning experience has been emphasized rather than learning for grades (Alonso- 
Tapia and Padro, 2006). High motivation in a school context results from attitudes 
toward the school and toward the language studied and its teacher (Spolsky, 1989). 
This means, as previously shown, that these concepts work together in shaping 
individuals’ reactions toward objects. The type and strength of the relationship 
between teachers and their students are the basis for the success of teaching/learning 
process. Motivational drives and attitudes are part of this interaction and it is 
necessary to maintain and develop them positively. In a study investigating the 
reasons behind differences in motivational drive and success in learning French
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between native-born Americans and non-native bom learners (the former group 
showed less motivation and success in language learning compared to the latter 
group), Dodick (1996) reported that teachers of the sample attributed the reason for a 
lack of motivational drive to the schools’ educational system, which does not place 
sufficient emphasis on learning FLs in the US context.
In order to help students achieve and perform better in their learning process and to 
enhance students’ motivation, teachers need to be familiar with the motivational 
processes that help them to attain these goals (Ball, 1977). Obviously, when teachers 
are themselves motivated, this can ensure to some extent a good learning atmosphere. 
Thus, in order “to motivate pupils and students, one needs highly motivated teachers” 
(Lens and Decmyenaere, 1991:158).
Christophel and Gorham (1995) examined the kind of relationship between the stated 
motivational drives of students, their teachers’ immediacy (verbal and nonverbal 
behaviour of teacher), sources of motivation and demotivation among a sample of 
university students. It was found that the behaviour of teachers is one of the factors 
that have an effect on students’ motivation. Reviewing Christophel (1990), 
Christophel and Gorham (1995) found that the results confirmed previous findings 
(e.g. Andersen, 1979), which stated that students would have greater affect toward 
both their teacher and class as a result of their teachers’ immediacy when evaluated 
positively. Many other examples signify the role of different behaviours of teachers in 
creating a good and powerful atmosphere for language learning. Noels and her 
associates (1999) found that the role of the teacher among Anglophone students 
studying French in the Canadian context in providing suitable feedback and
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maintaining autonomy for students had an effective influence on enhancing their 
intrinsic motivation.
Being aware of teachers’ attitudes toward L2 is essential in learning languages; this 
helps in understanding their choice of instructional strategies in their classes. 
Consequently, the kinds of strategies reflect on the students’ choice of certain learning 
strategies (Shimizu and Green, 2002). Teachers' attitudes toward different 
nationalities and races also show some effects in research. In Jackson and Costa
(1974; cited in Larsen-Freeman and Long, 1991), teachers exhibited different
behaviour toward Anglophone and Chicano students. The Anglophone students found 
encouragement and were more positively treated than Chicano students.
In addition to the teacher’s role, previous language experience and the surrounding 
environment could promote individuals’ motivational drive and attitudes toward 
language study. Naturally, good language learning experiences and encouraging 
environments for language study, which might involve teachers, parents, or society, 
contribute to sustaining these motivations and enhancing them to higher levels. Dry 
(1977: 200) refers to three factors that influence the motivation of students:
the nature o f  the incentives and their relation to his actual situation; his 
assessment, both as a result o f  his social environment and consequent on 
his personal experiences, o f what is involved in the learning o f  a foreign 
language; and his experiences in the particular learning situation.
Obviously, L2 learning experience plays a role in an individual’s motivational 
orientation and drive. It is reasonable to assume that successful experience leads to 
enhanced motivation. In a study conducted to identify the reasons for students’
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French language learning success and failure, Williams and Burden (1999) found that 
teachers affect students’ attributions about their success or failure in language 
learning. Students in this study claimed that their success is mainly related to factors 
such as “teacher approval, marks, or grades” (Williams and Burden, 1999: 193). In 
his article about students’ motivation in the Kuwaiti context, Kharma (1977) argues 
that teachers and textbooks are the two factors that affect success in learning English 
especially for intermediate-stage students.
Regardless of the learning context (SL or FL), the extent and nature of students’ 
integration with the target language and culture determine and influence their success 
in language study (Curtin, 1979). This refers to their desire to know about the culture, 
literature or to accept and show some identification in accent, for example. Hence, 
students need to understand that learning the behavioural and cultural aspects of a 
language is part of the process of acquiring it and in this pivotal role the teachers 
should help their students to reach high levels of language integration:
Advanced learners must cultivate in themselves an openness to new patterns 
o f  cultural and linguistic behaviour, and the teacher must try to create an 
atmosphere in which learners are involved in the language rather than 
assessing it from outside against the norms o f  their own socio-linguistic 
code o f behaviour.
(Lennon, 1993: 40)
Students can achieve a kind of balance between the instrumental and integrative 
motivational orientations of language learning as teachers give assistance to their 
students in developing these orientations, especially in a FL learning context where 
there is no contact (except mediated contact) outside the classroom. They can also 
show the value of learning the language as an “exciting mental challenge, a career
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enhancer, a vehicle to cultural awareness and friendship, and a key to world peace” 
(Oxford and Shearin, 1996: 140).
Apart from the abovementioned findings about the role of teachers’ motivation (drive) 
in building successful language learning experiences, teachers’ attitudes to teaching 
are influenced by factors such as their own job incentives, especially the financial 
aspect (Dry, 1977). It is also found that class size can influence motivation. For 
example, in a small class, maintaining the same degree of stability between students’ 
levels and their social cohesion is one of the significant factors that affect teacher 
motivation (Dry, 1977). Similarly, factors such as the degree of mastery of English, 
competence in this language, economic issues, and social status represent the factors 
that influence the attitudes of teachers toward both the teaching process and teaching 
foreign languages (Kharma, 1977). Al-Mutawa (1997) summarised the characteristics 
of competent teachers identified by Hassan (1991) by pointing to proficieney, 
experience in teaching and high qualifications, which can overcome any difficulties 
resulting from deficiencies in the curriculum.
A study was conducted by Al-Mutawa (1997) in the Kuwaiti context among first- 
grade teachers. Four assessors evaluated teachers according to their proficiency in 
English, lesson planning and implementation, and then teachers completed the same 
questionnaire to evaluate themselves. The results revealed that classroom 
implementation was not the main problem in foreign language teaching, it was the 
lack of language proficiency of teachers. The author concluded (by emphasising 
Geren’s (1988) view in this context) that Arab teachers of English are not able to use 
(or maybe they do not know) the correct English forms in different cultural and social 
contexts because they acquired the language in the Arab context where there is a lack
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of real exposure to English use. It appears that teaehers’ skills and proficiency in L2 
influence greatly their motivation to teach in a classroom (as the primary source of 
input in this context) and in turn it has an impact on their students.
2.5 Summary
The literature reviewed in this chapter has raised several issues related to attitudes, 
motivational orientation and drive and their relationship to SLA. It seems that 
comprehensive definitions of these concepts are difficult to pinpoint because of their 
complexity and there was no clearly identified criteria presented in research to 
overcome this complexity.
The issue of dealing with the eoncept and its relationship with other variables and 
constructs has been a big challenge for researchers (see Ellis, 1985), and that makes it 
easy to understand the emergence of different trends in this area. One of the main 
contributions to this field of research was Gardner and his colleagues' work from a 
Canadian perspective and this contribution cannot be easily ignored (e.g. using the 
AMTB to examine different attitudinal and motivational constructs). Even though, 
new changes and modifications were seen as necessary by researchers, especially 
relating to these affective variables in educational contexts, these new trends are 
devoted to developing a more comprehensive picture of attitudes and motivational 
constructs and illustrating their relationships with SLA. It was noted that the new 
trends have been directing researchers to adopt new research methods (e.g. 
longitudinal research design) rather than the traditional methods (e.g. cross-sectional
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research design) in order to capture the inherent nature of attitudinal and motivational 
constructs investigated over time. Considering that attitudes might change over time 
due to individuals' learning experience and that motivational drive is a process, 
longitudinal research design seems to be the most suitable approach to investigate 
these variables (as the present study aims). This also directs our attention to the call of 
using a mixed methodological approach for data collection (quantitative and 
qualitative) since most previous research followed the traditional quantitative 
approach in data collection.
The review has also identified gaps and dichotomies regarding the findings in SL and 
FL and the dominance of one motivational orientation or the other in these contexts. 
Although most research showed that an instrumental orientation is more dominant in 
FL learning contexts rather than an integrative one, this generalization was not 
supported in all studies. This means that integrative motivational orientation operates 
along side instrumental motivational orientation in the FL context in spite of the 
possible dominance of one of these in particular contexts. Taking into consideration 
the dichotomy of SL and FL, studies in different contexts might reveal different 
characteristics for motivational orientation and drive especially in FL learning 
contexts as the Jordanian context given that there is a lack of direct exposure to the 
target language in such a context. Thus, each context has its peculiarity and 
distinctiveness from other learning contexts due to different learning needs.
From the review of the different studies particularly studies in Arab contexts, it was 
noted that most research was mainly targeted the university students (particularly the 
English majors) and there were little research studies on the other educational cycle 
such as the secondary school cycle. In addition, all the reviewed studies used the
Literature review
traditional methodological design (the cross-sectional research design) which does not 
normally reflect change in learners' affective variables and their success in the target 
language learning. For this reason, the present study aims to track changes of 
secondary school students’ attitudinal and motivational construct over time in order to 
overcome this shortcoming in research.
Lastly, the area of teachers’ and students’ motivation has been given serious 
consideration in current research studies, notably, how to improve students' 
motivation and to keep teachers’ motivation. Motivating teachers could be an easier 
issue, so most research has been concerned with students, particularly in the 
motivational processes for improving students' beliefs and perceptions toward target 
language learning mainly in FL learning context. Teachers’ motivation and their 
students’ motivation influence each other to a large extent. Therefore, it seems that 
teachers realize their responsibility towards their students, and their behaviours in the 
classroom are found to greatly influence the direction and strength of students’ 
affective variables. Since the present study is a combination of quantitative and 
qualitative research methods, it aims to focus on different issues related to secondary 
students' motivational orientation and drive in the Jordanian context and the role of 
teacher in shaping and modifying them through deep interviews with a sample of 
students in this context.
In the following chapter, different issues regarding the research questions, subjects' 
profiles, measurement tools and procedures for data collection for this particular 
research are presented.
89
Research Methodology, Procedures and Subjects’ Profiles
Chapter Three 
Research Methodology, Subjects’ Profiles and Procedures
3.1 Aims of the Study
This chapter outlines the research design of the study and sets out the sample, context, 
instruments, and procedures. As mentioned in Chapter 1, this study has three goals. 
First, it aims to find out the inter-relationships between attitudes, motivational 
orientations and drive on the one hand and EFL achievement on the other hand in a 
Jordanian sample of male and female secondary level students. Second, it intends to 
identify any differences among genders and branches of study regarding attitudinal 
and motivational attributes of learning EFL. Third, this study tracks possible changes 
in attitudes and motivation at three points in time and their correlations with 
achievement in EFL during the two-year study period since, extensively reviewing 
research in different contexts all over the world, it has been noted that there is a lack 
of longitudinal studies in this area of research (Domyei, 2001), especially in the 
Middle East. The 2-year secondary educational cycle consisting of first and second 
secondary grades, my current study target, is considered to be a transition period from 
school education to university education. This period strongly influences students’ 
professional futures, so they start to think seriously at the secondary level about their 
level and progress in learning.
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For this research, the principal research questions are as follows:
1. What is the role of attitudes toward and motivational orientation and 
drive in learning EFL in Jordan (specifically Ma’an city) and what is the 
strength of motivational drive that students have?
2. Which motivational orientation (integrative, instrumental, or both 
orientations) is more dominant in this context? Is there a correlation 
between these motivational orientations and EFL scores?
3. Is there any change of attitudes toward and motivational orientation and 
drive in learning EFL within two continuous academic years of study 
(specifically three periods of time)?
4. Is there any noticeable change in the correlation between attitudes, 
motivational orientation and drive and EFL scores over the period of 
study?
5. Are there any differences between genders and branches of study in their 
attitudes and motivational orientation and drive toward learning EFL?
In order to deal with these research questions, the following hypotheses have been 
form ulatedand presented in the order of research questions:
• HI: The students will have favourable attitudes towards learning EFL.
• H2: The students will be positively motivated in learning EFL.
Hypotheses 3 to 10 are all null hypotheses but not Hypotheses 1 and 2. Hence H1/H2 will be treated 
differently with respect to statistical analysis: summary statistics in the form of means with 95% C.I.S 
will be quoted for these hypotheses (see chapter 4 for more details).
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• H3: The students will be equally instrumentally and integratively 
motivated toward learning EFL.
• H4: There will be no correlation between motivational orientations 
and students’ EFL scores.
• H5: There will be no noticeable change in students’ attitudes and 
motivational orientations and drive during the two-year period of this 
research.
• H6: The relationship between attitudinal and motivational measures, 
on the one hand, and EFL achievement scores, on the other hand, will 
remain constant over the three stages.
• H7: There will be no statistically significant differences in attitudes to 
learning EFL between male and female students.
• H8: There will be no statistically significant differences in 
motivational orientation and drive to learn EFL between male and 
female students.
H9: There will be no statistically significant differences in attitudes to 
learning EFL between students of Science and Arts.
HIO: There will be no statistically significant differences in 
motivational orientation and drive to learn EFL between students of 
Science and Arts.
As mentioned previously, data was collected from secondary school students (15-18 
years old) on three different occasions. The first stage was conducted in September 
2004 at the beginning of the academic year in the 11^*^ grade and the second stage was
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carried out in April 2005 nearly at the end of the academic year. The third stage of 
data collection was accomplished in 2006 (April) at the end of the following academic 
year, i.e. when the students were in the 12^  ^ grade. As the relationship between 
attitudes, motivation and students’ achievement (scores for the subject of English) is 
one of the goals of this study, students’ school grades at the end of each semester in 
the 11^  ^grade and their English Ministry exam in the 12^  ^grade (or Al-Tawjehi' grade 
as it is called in that context*^) were obtained at the end of each stage (see section
3.3.3.3 below).
With regards to the Ministry exam held twice a year in each Semester at Al-Tawjehi 
grade, this exam is organized for all school subjects taught in that academic year. For 
the scope of the study the English Ministry exam which consists of reading 
comprehension, cloze exercises, grammar and composition was only considered in 
data collection stage. For this reason, it is possible that teachers of English normally 
focus on these aspects only, not the spoken skills, in preparing their students for this 
exam. This issue is clearly addressed in Chapter 4 and 5.
In the following four sections (3.2-3.5) information is presented on the sample 
selected for the study (subjects’ profiles), measurement tools (questionnaire and 
interviews) and procedures of data collection, and limitations of the study. Section 
(3.4) is mainly devoted to presenting some findings regarding the use of English in 
the Jordanian context and students’ own evaluation of their English command. These 
findings are reported in the present chapter as they provide some information about 
students’ use and command of English in preparation for reporting on their attitudes
This term will be used in the following chapters to refer to the second secondary grade.
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and motivational drive in Chapter 4. The final section (3.5) presents a summary of the 
chapter.
3.2 Subjects’ Profiles
For this study, the original sample consisted of 271 students (106 male students and 
165 female students) who were enrolled in the ll/^ grade (15-16 years old) in two 
schools (Ma’an Secondary School for girls and Ma’an Secondary School for boys) in 
Ma’an city. For various reasons presented below, the sample of 271 was reduced 
during the course of the study. The same sample is used throughout the study as the 
students progress from the ll/^ to the 12^  ^ grade of study for the academic years 
2004/2005 and 2005/2006.
The number of the subjects of this study is not constant, as sometimes occurs with a 
longitudinal research design (see section 3.3.4.1). The original sample was reduced as 
some questionnaires were not properly answered and some students*"  ^were not in 
attendance on the date of data collection. To avoid problems of data analysis, the 
questionnaires with missing data were completely removed from the relevant stage. 
Therefore, the number of students in the sample of the first stage was 259 out of 271 
students of whom 96 were male students and 163 were female students. In the second 
stage at the end of the 11^  ^grade, the sample was 260 students; 257 students took part 
in the third stage of this study at the end of the 1 grade. As mentioned, the sample
3 students were not in attendance at stages 1 and 2 whereas 2 students were absent at stage 3. These 
numbers represent students from both branches of study and sexes.
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size has changed over time taking into consideration the longitudinal study design; 
however, the change was not significant. Table 3.1 below presents a descriptive 
analysis of the sample’s profile for the whole period of this research (stages 1, 2 and
3).
Table 3.1 Subjects’ Profiles for the 3 Stages of Data Collection where a Full Data Set is 
Available
Sex Branch of study Total
/
Male
%
Female 
/  %
Science 
/  %
Arts 
/  %
/ %
Stage 1 (2004) 96 37 163 63 122 47 137 53 259 100%
Stage 2 (2005) 106 41 154 59 113 44 147 56 260 100%
Stage 3 (2006) 97 38 160 62 118 46 139 54 257 100%
An issue regarding the composition of the sample is that numbers were not evenly 
distributed between male and female students. Put simply, in the girls’ school, there 
were three classes of Arts and two classes of Science, while in the boys’ school, the 
number of classes was two for the Arts and two for the Sciences. Hence, I preferred to 
include the entire number of subjects to get richer data and to avoid subjectivity by 
selecting certain classes. In other words, some classes could have more active students 
(or in other words high achievers) than others, especially for female students. Male 
students in this city had only one secondary school that includes both Science and 
Arts students, so this is another reason for the dissimilarity.
The age of this sample of students ranged between 15-18 years old with an average 
age of 16.16 years according to details gathered in stage 1. The ages stated only 
represent the students at stage 1 (when the study started) in which the majority (158 
students) were 16-17 years old while the rest of the sample were at age 15-16 years
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old (n=93) or 17-18 years old (n=6)’ .^ The demographic information of my sample 
(regarding age and the beginning of learning English) will not be stated for stages 2 
and 3 since the same group of students is involved at the three stages of this research.
From the initial analysis of demographic information elicited from students' responses 
at stage 1, 81% of students reported that they had been learning EFL since the fifth 
grade (10-11 years old), while others either started to learn EFL before the first grade 
(5-7 years old) (8%) or the first grade (7 years old) (7%). A few (2%) mentioned that 
they do not remember the time exactly. Therefore, the majority of students in this 
study had been exposed to academic English for 8 years since the 5^  ^grade.
Recently, the educational system in Jordan has witnessed some changes with regards 
to teaching EFL. English is now taught from the first grade to all students in public 
and private schools. This change does not apply to the sample of our study. Normally, 
learning a new language at an early age (childhood) might help students use and 
employ different language skills better. As shown in age-related L2 research (e.g. 
Singleton, 1989), language instruction which is given to individuals at a younger age 
might give them particular advantages in the long run compared to others who start 
learning later. It means that the students who are exposed to English from the first 
grade in Jordan might consistently outperform older students who start their English 
instruction at a later age as the students in the present study have done.
There was no response from 2 respondents regarding the age they started to learn EFL.
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3.3 Research Methods and Procedures
The present study, with its longitudinal research design, uses both quantitative and 
qualitative methods of data collection. A pilot study was conducted in order to 
identify any problems with the main instrument of data collection, i.e. the 
questionnaire. In order to achieve the objectives of this research (see section 3.1), the 
questionnaire was required due to the kind of target sample and its size. 
Generalisations can be more easily made based on data collected using questionnaires 
from a large sample than from data gleaned from interviews which are also more 
resource-intensive. The questionnaire applied in this research was mainly based on 
Gardner’s AMTB, which is considered to be one of the main measurement tools used 
in this type of research. In this study, the interviews were conducted in order to 
support the questionnaire findings and give more depth to the findings on certain 
issues. An elaboration on the research methods is reported later in this section.
3.3.1 The Pilot Study of the Questionnaire
Conducting a pilot study is an essential step to enable any research to gain valid 
information about the suitability and the reliability of the study instrument and it gives 
some feedback before carrying out the full field study. From this perspective, 
Oppenheim (1992) states the importance of having the opportunity to test and 
examine the main variables of a study before conducting the real research study 
(especially questionnaires):
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Questionnaires do not emerge fully-fledged; they have to be created or 
adapted, fashioned and developed to maturity after many abortive test 
flights. (Oppenheim, 1992:47)
The pilot study was designed to examine the items of our questionnaire (presented 
below) before administering it in the real data collection stages. A questionnaire was 
sent in May of 2004 to the ll/^ grade students of two secondary male and female 
schools in Ma'an city. These schools were the same as those eventually used in the 
real study although the students were not. A cross-section of 28 students consisting of 
15 male students and 13 female students, aged between 15-18, took part in the pilot 
study and were randomly chosen from each branch of study*^. Intentionally, branches 
of study were considered in selecting the sample and carrying out this trial study: it 
was not easy to collect data without considering the branches of study since students 
are usually grouped according to different study streams in the secondary cycle. In 
addition, it was important to get feedback from students of different branches as 
students' study branches are part of the main variables of the current study.
The pilot study was conducted to test the structure of questionnaire, the main 
instrument in this study, in addition to its reliability. The piloted questionnaire was 
adapted from previous studies (Gardner's [1985] AMTB; Gardner, et al, 1997; 
Clement, et al, 1994; Domyei, 1990). Basically, most of the items were taken from 
Gardner’s AMTB as his measurement has been widely utilized in related research, as 
previously mentioned. Even so, a few modifications to the original items were 
prepared for the pilot study stage. For example, some words were changed, using 
'poor' instead of'bad' in item 13: ‘Studying English is important to me because 1 don’t
The trial group participating in this pilot study were not the sample who took part in the main study. 
In fact, it was difficult to get my representative sample for the full study at the pilot study stage because 
they were in the lO"’ grade and would therefore begin the target 1 f*’ grade at the start of the full study.
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want to get poor marks in it at school’ and 'English-speaking people' instead of 
'American' or 'British' in items 7 (‘English-speaking people are kind and friendly’) 
and 9 (‘English-speaking people are a very sociable and warm-hearted’) in order to 
include all the English communities and it is broader. The questionnaire items were 
translated into Arabic by me as potential problems with the English competence of the 
subjects were taken into consideration.
The questionnaire was divided into five sections (see appendix A):
1. Demographic information: age, sex, and branch of study (reported in section
3.2 above).
2. English language repertoire: mastery of the languages known, the frequency 
. of using English in this EFL context, preferred activities using English, and
self-evaluation of command of English (reported in section 3.4 below).
3. Attitudes and motivation items section: The attitudes and motivation 
measurements in this questionnaire are a 5-item scale classified on a Likert 
scale (strongly agree=5, agree=4, neither agree nor disagree=3, disagree=2, 
and strongly disagree=l). Some of these items were positively worded, others 
negatively worded. In this section, there are 28 items in total, divided 
according to the following components (or main ‘themes’):
- Motivational intensity: (15, 17, 27)
- Instrumental orientation: (1, 12, 16, 22)
- Integrative orientation: (9, 18, 24, 25)
- Attitudes toward learning foreign language (interest in FLs learning in
general): (2, 26)
- Attitudes toward learning English language (in particular): (4, 5, 14,21)
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- Attitudes toward English language speakers: (6, 8)
- Anxiety: (10)
- Self-confidence: (20)
- Parents’ encouragement: (3)
- Bad learning experience: (23, 28)
- Desire to learn English: (11, 13, 19)
- Identity: (7)
4. The fourth section includes features that assess attitudes toward teachers of 
English and toward English classes. Unlike the third section, which uses a 5- 
point Likert scale, this part is based on 7-point semantic differential scales of 
positive and negative adjectives. The positive and negative features were 
displayed on a continuum of 7-point Likert scales. The subsection testing 
attitudes towards teachers of English includes eight paired features that focus 
on the teachers' perceived proficiency and behaviours (efficient-inefficient, 
competent-incompetent, cheerful-uncheerful, approachable-unapproachable, 
organized-disorganized, patient-impatient, friendly-unfriendly, and 
imaginative-unimaginative). These features assessing teachers were grouped 
into four main sets'^: evaluative (efficient-inefficient; cheerful-uncheerful; 
friendly-unfriendly), rapport (approachable-unapproachable; patient- 
impatient), competence (competent-incompetent) and inspiration (imaginative- 
unimaginative). As for students’ evaluation of their English classes, some 
features were also selected according to four main criteria, in this case 
evaluative, difficulty, utility, and interest. The given features relating to 
English classes were presented as meaningful-unmeaningful, easy-difficult.
17 The features related to both teachers and classes were categorised into certain groups according to
Gliksman et aVs (1982) classification.
1 0 0
Research Methodology, Procedures and Subjects’ Profiles
fascinating-tedious, interesting-boring, necessary-unnecessary, satisfactory- 
unsatisfactory, and clear-confusing.
5. The last section of the questionnaire elicited students’ comments regarding 
any issue related to their attitudes and motivation toward EFL learning. 
Although answering this part was not compulsory, a lot of comments were 
given regarding the investigated issues. It was decided to include this part in 
the full study questionnaire since most students in the pilot study gave details 
on some issues such as educational policy, love of English and teachers’ 
proficiency.
Before carrying out the pilot study, two supervisors of English language at the Ma’an 
Directorate of Education were asked to give their comments regarding my translation 
of the questionnaire and the suitability of items for students in the chosen context of 
study. The supervisors mainly suggested a few changes in the translation (minor 
changes in wording). Permission to conduct this study was also requested from 
headmasters and teachers. The pilot study was successfully performed by two teachers 
who distributed the administered questionnaire to students. These teachers were 
informed about the procedures of conducting the study. The procedures for carrying 
out the study were: the aims of the questionnaire were stated and instructions were 
included to facilitate students’ comprehension and understanding of the different 
items. To be more specific, instructions given to students were also verbally explained 
by the teachers. Students answered the questionnaire in 8-25 minutes.
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The last stage of the pilot study was evaluating the completed pilot questionnaires in 
order to adjust items according to the results found. By submitting the items to 
analysis using SPSS software and reversing the negatively worded items, reliability 
was achieved. The reliability of the questionnaire was measured using Cronbach’s 
alpha and it was found to be of 0.90 reliability. The validity was ensured as the items 
and categories were adapted from previous studies, and two supervisors of English, as 
mentioned above, had reviewed the appropriateness of the items for the stated 
research purposes. Some statistical analyses, mainly descriptive (e.g. means and 
frequencies) and T-tests, were run to give more insight on real data analysis. It was 
found that negatively worded items using a 5-point Likert scale need to be recoded for 
data analysis (5=1, 4=2, 3=3, 2=4, and 1=5) and the fourth question (attitudes toward 
teachers and classes) in the questionnaire which used a 7-point scale was edited and 
modified to make data analysis easier. Instead of having 7 points on the scale between 
strongly agree (+3) and strongly disagree (-3), the wording of the scale was changed 
so that 7 represented strongly agree and 1 stood for strongly disagree. These changes 
were necessary for data presentation and analysis.
In addition, some minor modifications to the questions were necessary. For example, 
regarding the items used in the questionnaire, results revealed that two items 
(‘studying English is important to me because it will help me when travelling’ and 
‘studying English is important to me because 1 would like to visit English-speaking 
countries’) had the same theme of travel, although one of them was classified as an 
instrumental orientation item and the other was considered to be an integrative 
orientation item. Thus, replacing one of these items with another which has the 
instrumental or integrative motivation theme avoids confusion. Thus, the item
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‘Studying English is important to me because the educated person is supposed to be 
able to speak English’ (item 22) was used to investigate instrumental orientation in 
the real data collection stages. Furthermore, it was recognized that one of the four 
main variables (inspiration) which was used to evaluate the teachers of English, was 
missing from the original questionnaire. Therefore, at least one item relating to this 
variable ‘ imaginative-unimaginative’ was added.
In brief, in this pilot study, the aim was to explore and examine the suitability of the 
questionnaire for data collection in the main fieldwork. From the analysis, the items 
were clear and the length of the questionnaire was found suitable. It was found that 
this instrument is reliable and can be used for the full study stages. However, a few 
changes were found necessary, as outlined above.
3.3.2 The Interviews
As mentioned previously (Chapter 1), the purpose of carrying out the interviews was 
to substantiate the questionnaire findings and to expand on some issues relating to 
attitudes and motivational orientation and drive. Semi-structured interviews were 
carried out to reveal the subjects’ attitudes and motivational orientations and drive in 
learning EFL and to trace changes in motivational drive (see appendices C and D). 
The interview questions were developed following analysis of the data for stage 1 
(2004). Conducting of the interviews was intentionally delayed to the end of each 
academic year in order to capture comprehensive views of the motivations as they had
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developed through the year. The first round of interviews was undertaken at the end 
of the 2004/2005 academic year when students were completing the grade; the 
second round was conducted in April 2006 at the end of the 12^  ^grade (corresponding 
respectively to stage two and three of the questionnaire data collection). The students 
who were interviewed at each stage were a subset of the students who participated in 
the questionnaire survey (see Table 3.1 above). However, the interviewees were not 
exactly the same on each occasion as the selection of the sample for each round of 
interviews was based on the students’ achievement in English in each respective year.
In addition, teachers' semi-structured interviews were carried out at the same time of 
year as the students' interviews (see appendices C and D [same as for the students]). 
The main aim of these interviews was to get some indications about teachers’ beliefs, 
values, behaviour, and their dedication to their students’ learning and the subject 
matter, since these issues are considered to be the most influential factors on students’ 
motivation (Domyei, 2001).
3.3.2.1 Students’ Interviews
In 2005 (stage 2 of the full study), a total of 18 11^  ^grade students (15-16) consisting 
of 8 Science students (4 male students, 4 female students) and 10 Arts students (4 
male students, 6 female students) were interviewed. There are more Arts female 
students than Science students in the interview sample and more female than male 
students reflecting broadly the overall distribution of subjects (see Table 3.1). In both
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stages of the interviews, the students interviewed were selected based on their EFL 
achievement scores. For this purpose, their aehievement scores were obtained from 
their teachers of English. From each branch of study, a group of the lowest (n=9) and 
the highest (n=9) achievers were then selected for interview. Hence, a clear distinction 
could be made between low and high achievers’ answers at the later analysis stage 
when factors that influence the high and low achievers' motivation emerge. In other 
words, some differences regarding students' motivational orientation and drive might 
appear due to differences in their achievement levels in English. Similar to the first 
round of interviews in 2005, the second stage of interviews was carried out with 
students at the end of their 12^  ^grade in April 2006 (stage 3 of the questionnaire part 
of the study) again consisting of 18 students, following the same criteria in selecting 
the sample as in the first round.
Interviews with students focused on different attitudinal/motivational aspects related 
to the study of English. In first round of interviews with the 1 graders, issues were 
investigated such as students’ motivational orientations, preferred accents and 
integration, students' learning English experience (successful or unsuccessful), desired 
level at English language, and change in attitudes and motivational orientation and 
drive over the whole year of the 11^*^ grade (see appendix C). Questions in 2006 can 
be slightly distinguished from those asked in the 2005 interviews. The focal points in 
the interviews in 2006 were change in attitudes and motivational orientation and drive 
in the 11^ *’ grade and the 12^  ^grade and teachers' role in forming students' attitudes 
and private tutoring (see appendix D). These aspects were selected in order to shed 
some light on students’ different attributes of attitudes and motivation in the chosen 
context, aiming to give some support to many items in the questionnaire. Normally,
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using interviews provides individuals with the opportunity to elaborate more on 
factors that contribute to changing and modifying their attitudes and motivation taking 
into consideration that:
M otivation to learn is not solely determined by what a pupil brings to 
the class but is affected, even in one week, by what happens in the 
class and by whatever it is that teachers do that leads to their being 
rated as being liked and as being able to explain and make the 
subject interesting.
(Kounin a/, 1961:245)
The findings of the interviews will hopefully have significant educational implications 
and the recommendations could lead to an improvement in the strength of students' 
motivation and a positive modification to their attitudes in the chosen context.
3.3.2.2 Interviews with Teachers about their Own Motivation
Teachers' interviews were conducted with 3 teachers (2 male teachers and 1 female) at 
stage 2 at the end of the 11^  ^ grade, whereas 2 teachers (one male and one female 
teacher of English) were interviewed at stage 3 at the end of the 12^  ^grade. At stage 2, 
one female teacher had refused to be interviewed; therefore just one female teacher 
participated in the study since there were only two teachers of English for the first 
secondary grade at that time. Interviews with teachers in both stages were mainly 
concerned with: teachers' motivation to teach, their perceptions of changes in students' 
attitudes and motivational drive, their opinion on the relation between students'
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affective variables (attitudes and motivation) and their achievement grades and factors 
influencing their students’ motivation (see appendices C and D).
The question about teachers’ own motivation was intended to identify any difficulties 
or issues that they face in the learning context. Having motivated teachers is likely to 
enhance their students’ motivational drive in learning English. In general, the purpose 
of the teacher interviews was to get an indirect indication of their students’ 
motivational drive, taking into account the dominant role of teachers in the study 
context. On this matter, there is some evidence in research showing that teachers' 
motivation influences their students' motivational drive and achievement scores 
(Domyei, 2001). Moreover, the interviews with the teachers aimed to investigate 
some issues regarding change in students' attitude and motivational drive in the 11^  ^
and 12^ ’’ grades.
3.3.2.2.1 Teachers' Evaluation of Students' Motivational Drive
Before conducting the teachers’ interviews, I asked them to fill in English forms using 
a 5-point scale (‘highly motivated’ to ‘highly unmotivated’) to evaluate each students’ 
motivational drive in the classroom twice during the two academic years (in 
2004/2005; in 2005/2006) (see appendix E). This was intended to show changes in 
attitudes and motivational drive in the classroom through the investigated periods of 
this study especially before the secondary certificate exam (i.e. Ministry exam) in 
2006.
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Having established the students’ profiles and the instruments of data collections, in 
the following section the procedures for administering the post-pilot amended 
questionnaire and the interviews are described.
3.3.3 Procedures
3.3.3.1 Procedures for Conducting the Questionnaire Survey
The final version of the questionnaire was distributed by me (the researcher) with the 
help of the class teachers on three occasions during the two academic years to male 
and female students in different schools. The first stage was accomplished in mid- 
September two weeks after the beginning of the new academic year (11*^  grade: 
2004/2005). The second and third stages were conducted at the end of each academic 
year (11*^  grade: 2004/2005; 12^  ^ grade: 2005/2006 respectively). To make things 
clear, the same procedure described below was applied to collecting data in all three 
stages.
Similar to the procedure for data collection for the pilot study, I had first requested 
permission from the school administration in order to visit classes and hand out the 
questionnaire. Both the male and female schools welcomed my visit and offered help 
in collecting my data. Notably, a high degree of cooperation from the headteachers, 
teachers and students was shown in the data collection. The procedures for filling in 
the questionnaire were explained thereby avoiding a lot of problems in data analysis 
(e.g. misunderstanding of some items). Most teachers allowed me to collect data at the
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beginning of their class whereas a few other teachers asked me to come back before 
the end of the class in 20-25 minutes. The teachers who accepted that I collect my 
data at the beginning of their classes were generous about time and they gave students 
time to finish filling the questionnaire on their own. Most students spent between 15- 
20 minutes to complete the questionnaire. Above all, each time 1 visited the male or 
the female school, one of the teachers volunteered to go with me to students' classes 
to introduce me to them and help in giving out the questionnaire. Over three days, 1 
collected my data from 4 male and 6 female classes. Each time 1 had to spend almost 
the whole day in each school to finish data collection and sometimes 1 had to come 
back the following day.
With regards to the instructions given to students while introducing the task, the aims 
of the questionnaire and the study were explained to the subjects to urge them to 
respond honestly. At each stage, the questionnaire was translated into the students’ 
first language, Arabic, and amended after the pilot study was used. The confidentiality 
of the responses was also assured to guarantee a good and high response rate. It 
should be noted that students were not asked to write their names: it was optional for 
them. It is important to mention that motivational orientation and drive of individual 
students was not considered since it was not the aim of this research. For this reason, 
it was not necessary to know the students' names who answered the questionnaire. It 
was assumed that students would have tended not to express their real attitudes 
(especially toward their teachers and English classes) if writing names had been 
required. With regards to this issue. Oiler (1981a) has argued that students’ responses 
to affective measures could have been influenced by different factors such as 
respondents’ tendency to select responses that compliment researchers and are in
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harmony with other responses. In order to avoid such a problem, it seems that 
respondents should be encouraged to express their true feelings indicating their real 
attitudes toward certain objects (e.g. to make writing names optional and to assert 
confidentiality of responses). As for difficulties in conducting the questionnaire 
survey on each occasion, there were no significant problems.
Students' achievement grades were collected from the schools’ records for 
comparison with the results from the questionnaires.
3.3.3.2 Procedures for Condueting the Interviews
Regarding the students’ interviews which were performed in the second and third 
stages of the current research, students were given the choice to be interviewed in 
Arabic or English in order to feel comfortable while answering questions, as I was 
aware of their weaknesses and lack of confidence in using English communicative 
skills. All the student interviewees, except one, gave answers in Arabic. This female 
high achiever student with an American accent accepted to speak in English. The 
student, who was interviewed twice, referred to her father’s encouragement to learn 
good English.
The teachers were given the same choice. The two female teachers who participated 
in the interviews (one teacher at each stage) favoured being interviewed in English. 
One of the remarkable issues in the interviews is that the sample of male teachers of
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English preferred to speak in Arabic. At the beginning, they gave answers in English, 
and then they switched to Arabic. I felt they wanted to speak in Arabic. This might be 
an indication of their lack of English communicative skills. Subjects were informed 
that their responses would be recorded and each interview lasted approximately 10-15 
minutes. As mentioned previously (see section 3.3.2.1), the sample of the student 
interviewees was selected according to their achievement grades, which were 
collected from the teachers of English. So, from each class, the highest achiever 
students and the lowest achiever students were interviewed.
With regard to the problems encountered while conducting the interviews, there was 
one main problem with the male students’ interviews. It was noted that a few low 
achiever students who agreed to be interviewed in the first round refused to 
participate in the second round. For this reason, I had to cancel the interviews and to 
get a new group of low achiever students to replace them. In fact, this was done with 
the help of the teachers at the male student school.
3.3.3.3 Overview of Procedures
As a longitudinal research study, the dataset was collected in three stages:
1. First stage: the questionnaire of attitudinal and motivational measures was 
administered in mid-September 2004 (just after classes started). Students’
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English grades of the first stage were identified from school records at the end 
of the first semester.
2. Second stage: the same questionnaire was used and some interviews (with 
teachers of English and students) were conducted for additional data collection 
(April 2005), as well as the English grades from the second semester. 
Moreover, teachers’ evaluations of students’ motivation were also obtained 
through the form mentioned in section 3.3.2.2.1.
3. Third stage (last stage): the questionnaire and interviews were also applied 
(April 2006). The questionnaire administered before (stage 1 and 2) was also 
used at this stage. The interviews applied for the 2006 data were slightly 
different from the interviews in 2005. At this stage, the English grades of the 
general secondary certificate were collected, not the school ones (August 
2006). The exam grades obtained were the total of the English Ministry exam 
results for both semesters. Again, data were collected from the teachers using 
the interviews and the same evaluation form (used in stage 2).
3.3.4 Methods of Data Analysis
To analyse the quantitative data from the students' questionnaire, a range of 
procedures and statistics was used. Descriptive and inferential statistical analyses
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were computed and are presented in Chapter 4. Statistical help was provided by a 
statistician^^. The statistical treatments applied in this research include:
1. Descriptive statistics such as means, standard deviations, 95% confidence for 
the interval for the mean, frequencies and ranges to present students’ profiles 
and different attitudinal and motivational measures.
2. T-tests, for comparing the relationship between different variables such as 
sexes and branches of study.
3. The Pearson product moment correlation coefficient: to compare the 
relationship between different attitudinal and motivational variables and their 
relationship to language achievement. Some items, which are negatively 
worded, were statistically reversed for data analysis purposes.
3.3.4.1 Limitations
This section summarises some points made earlier in the chapter. As previously 
stated, this is a longitudinal study, which means that data collection was undertaken 
over a period of time. We cannot fully control the conditions of the study. For 
example, some of the subjects might attend one of the stages but not the others. It 
could be for reason of attendance on the day of data collection.
Peter William, Statistics Advice Centre, Department of Mathematics, University of Surrey.
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Handling data with a lot of missing responses is another issue of importance. It should 
be stated clearly that it is normal to find some missing information in some 
questionnaires. As a result, missing responses need to be treated carefully while 
processing the data. In other words, missing data should be discarded from the 
analysis because they will affect the validity of the findings. Omitting questionnaires 
which are incomplete seems to be a suitable solution. This approach is widely used in 
many research studies, even though it has some disadvantages. In research focused on 
missing data, there were some methods to handle missing data, although it seems 
there was no agreement on one good and suitable approach that can be applied to deal 
with them. On this issue. Lynch (2003: 1) maintains that:
Although missing data has received a growing amount o f  attention, 
there are still some key misunderstandings regarding the problems 
that missing data generate, as well as acceptable solutions.
In the current study, missing data were therefore excluded from the analysis since the 
number of unanswered questionnaires (8-12 questionnaires) was not significant.
The last section of the chapter reported findings obtained from students' responses to 
the ‘language repertoire and English language use’ section in the questionnaire for the 
three occasions of this study. As mentioned earlier (at the beginning of the chapter), 
these findings are not part of the main objectives of this research and might be 
considered as part of background information on the students.
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3.4 English Skills and Use
The section aims to throw the spotlight on respondents’ English language skills and 
the frequency of their English use in Jordan and shows the kind of acquaintance they 
have with English in this context, based on their responses to section 2 of the 
questionnaire at stages 1, 2 and 3. Information displayed might give an indication of 
students’ attitudes and motivational drive (to be reported in Chapter 4). It is likely that 
the more frequently English is used, the more positive the attitudes and the higher the 
motivation are likely to be. ^
The students were asked to state, the languages they know (ordered according to 
mastery) and indicate the skills they are proficient in (listening, speaking, reading and 
writing). The aim of such a question was to examine the degree of English mastery 
and to explore whether students know other foreign languages or not. Results showed 
that all students, as expected, are proficient in the skills of Arabic as their first 
language, and the majority of students consider that they lack proficiency in one or 
more than one skill at least in English, particularly writing and speaking skills. From 
responses, it appears that students are mainly in need of good English communicative 
skills in this FL learning context, including good writing skills. Only a few of them 
claimed that they cannot use any of the four skills of language. Results also revealed 
that a few other languages were mentioned such as French and German, although, the 
findings regarding these languages were not considered due to the study’s main aims. 
The findings of this section show that students were favourably disposed to language 
learning.
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Students were asked to evaluate their command of English language (in particular) 
from their ovm perspective using 5-point rating scales ranging from ‘poor’ to 
'excellent’ (see figure 1 below). Together with the students' responses to the skills 
they master in English (as one of the languages they know), it was intended to capture 
the reality of students’ command of English. However, the findings of self-evaluation 
should not be taken as a fact. For example, 37% of the students assume that they had a 
‘very good’ level in English and 25% a ‘good’ level of English at stage 1, while a few 
of them reported an ‘excellent’ or ‘poor’ command at this stage. This self-reported 
rating indicated that over 60% believe they are able to use English effectively. This is 
to be expected since data for this stage was collected at the beginning of the new 
academic year (when students are often enthusiastic about their studies) and students' 
evaluation depends mainly on their last year achievement grades.
Comparing self-evaluation for the three stages, no clear differences were noted, 
except that the percent of the 'very good' scale was 37% in stage 1 but fell to 26% at 
stages 2 and 3. Generally, most students think that their English level lies between 
‘average' to ‘very good’. From evaluations at stages 2 and 3, it appears that the 
students become more aware of their real English command since the educational 
system and the learning atmosphere change on account of preparations for the 
Ministry exam at the end of this educational cycle. Put differently, it seems that 
students get to know more about their strengths and weaknesses in English (this will 
be explained more while presenting results in the following chapters).
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Figure 3.1 Students’ Self Evaluation o f  their Level in English (in Stages 1, 2 and 3)
□ Stage 1 
o  Stage 2
□ Stage 3
1 ,1 Bad
Excellent Very good Good Average Poor
Table 3.2 gives some information about students’ communicative use of English both 
inside and outside the classroom lessons, ranked in order of frequency of use:
Table 3.2 Using English Language for Communication (in %)
Always
5
Often
4
Sometimes
3
Rarely
2
Never
1
No
response
1. Speak English with your Stage 1 31 31 19 7 7 5
teacher Stage 2 18 40 22 11 6 3
Stage 3 14 46 15 12 6 7
2. Others Stage 1 6 7 6 6 34 41
Stage 2 7 9 6 6 31 42
Stage 3 9 8 5 5 19 54
3. Speak English at school Stage 1 1 8 20 37 26 8
(with colleagues) Stage 2 2 9 25 34 26 8
Stage 3 3 10 23 35 19 10
4. Speak English with your Stage 1 2 8 24 37 25 4
friends Stage 2 4 7 27 35 24 5
Stage 3 3 7 33 37 13 7
5. Speak English with your Stage 1 2 8 26 29 32 3
family Stage 2 4 8 21 38 26 3
Stage 3 3 5 26 36 22 8
Although students use English for other purposes, results indicated that more than 
50% (total of ‘always’ and 'often' categories) use English to speak with their teachers
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in the classroom. For instance, at stage 1, 62% of respondents reported that they spoke 
English with their teachers on a regular basis (‘always’ or ‘often’). As previously 
stated, in FL learning contexts, language is mostly used in the educational context 
(Domyei, 1990), as in this Jordanian context, where formal learning contexts provide 
exposure to language through classes, and teachers therefore have a great 
responsibility to develop students’ communicative skills. In the Jordanian context, it 
is likely to be that teachers are the main source of input and they are charged with 
developing these skills for their students.
With respect to their use of English outside the classroom, 26% of students reported at 
stage 1 that they ‘sometimes’ use English at home with their family. Results also 
show they do not use English quite so often with their friends and colleagues. These 
results also give support to Domyei's claim (stated earlier) about target language use 
in FL learning contexts. Results for the ‘others’ category show that some students 
never use English with other than the stated people in Table 3.2 (34%, 31% and 19% 
respectively in the three stages). Notably, there were a lot of ‘no response’ replies for 
the ‘others’ item. It looks as if students intentionally left this item blank as they do not 
communicate in English with other than the listed people (at home and at school) or 
they did not understand the ‘others’ item.
Turning to an overview of the activities that attract this age of respondents to learning 
English, a summary is presented in Table 3.3 below. The aim underlying the 
following part was to establish the frequency of certain activities. Table 3.3 presents 
the data collected over the three stages of this research regarding preferred activities 
using English, ranked in order of preference:
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Table 3.3 Different Activities Using English Language (in %)
Always
5
Often
4
Sometimes
3
Rarely
2
Never
1
No
response
1. See English language Stage 1 49 19 14 8 10 0
films Stage 2 43 21 11 12 12 2
Stage 3 47 16 19 6 7 2
2. Use the Internet Stage 1 17 17 22 13 28 3
Stage 2 29 24 25 10 10 3
Stage 3 47 16 19 9 7 3
3. Watch English Stage 1 18 15 25 16 25 1
language TV channels Stage 2 24 18 13 20 25 1
Stage 3 23 15 19 19 22 2
4. Read a novel or story in Stage 1 3 7 12 27 48 3
English Stage 2 4 7 15 21 52 2
Stage 3 27 44 15 7 5 2
5. Listen to the English Stage 1 4 5 10 22 56 3
language radio station Stage 2 5 6 14 23 51 2
Stage 3 5 5 12 21 53 4
6. Listen to English Stage 1 13 9 20 15 38 5
language music Stage 2 17 10 15 12 43 4
Stage 3 20 8 16 16 37 , 3
7. Read English language Stage 1 1 ,2 19 31 45 2
magazines and Stage 2 4 4 17 25 49 1
newspapers Stage 3 5 6 16 29 41 3
Generally speaking, watching English films and TV channels and using the Internet 
were found to be the most attractive activities for this age group. In comparison, 
reading English magazines and newspapers were the least preferred activities in the 
three stages. For example, 68% (adding the values of 'always' and 'often' categories) 
recorded their interest in watching English films at stage 1, whereas only 3% reported 
reading English language magazines and newspapers. Watching films also had the 
highest percentage of responses among the listed activities in the ‘always’ and ‘often’ 
categories (64% in total) at stage 2. There were similarities between the findings in 
the third stage and the findings of previous two stages. It seems that watching English 
films has drawn the attention of a lot of this sample of students in this context.
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Although the percentage for this activity was high (63%), it was slightly lower than 
the percentage reported for stage 1.
All this might indicate that the audio/visual media attract this age group (15-18 years 
old) more than the written media. Generally, these responses show an interest in using 
different forms of media technology in this Jordanian context. According to Arnett 
(2002), such activities indicate that students are trying to gain a ‘global identity’ in 
which they become part of the worldwide culture and become well informed about the 
main events, practices, and information in addition to their ‘local identity’. Watching 
television, which gives individuals the chance to be exposed to many events, cultures, 
information and people from all over the world, can contribute greatly to moulding 
the new acquired identity (Arnett, 2002). In the Jordanian context, these activities link 
students to the outside world and give them an opportunity to identify other cultures 
and life especially aspects of Western culture (which symbolise modem life, 
technology and fashion). Following Domyei and his colleagues (2006), students in an 
FL teaming context might get a good opportunity to know about the target language 
community through exposure to some 'L2 cultural products' such as films and music, 
as they do not enjoy direct contact with L2 native speakers to form attitudes toward 
them. This result was confirmed in a Hungarian study (a FL leaming context); 
Domyei and his colleagues (1994) found a motivational orientation called ‘English 
Media’ among 1 ft*’ grade students in this unicultural environment.
To sum up the findings of this section, English was found to be the first foreign 
language in status that all students use in Jordan. Using English in the formal 
educational context mainly with teachers resulted in weak natural interaction in
1 2 0
Research Methodology, Procedures and Subjects’ Profiles
English. Evaluations of self-proficiency in EEL ranged between ‘very good’ to 
‘average’; it is possible that students over-stated their English proficiency taking into 
their consideration their achievement grades at English at each stage. Results also 
revealed that students had favourable attitudes and high motivation toward English as 
revealed by their interest in watching English-speaking TV channels and films and 
using the Internet. In other words, they were spending their free time doing these 
activities and that this could have affected their attitudes and motivational drive 
indirectly.
3.5 Summary
This chapter has given a detailed description of the sample of the study, methods of 
data collection, procedures for conducting both the questionnaire and the interviews 
and procedures for data analysis, as well as limitations of the study. It ended with a 
presentation of some findings regarding students’ command of English and mastery of 
English skills from the three stages of data collection, as a basis for the discussion and 
results concerning attitudes and motivational orientation and drive in Chapter 4.
The following chapter presents the findings based on the data collected from the 
questionnaire and the interviews over the two consecutive years of the study.
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Chapter Four 
The Findings: Presentation and Analyses
4.1 Introduction
The present chapter sets out the results of the study, bearing in mind, its aims, namely 
to identify: the role of attitudes and motivation (orientation and drive) in leaming EFL 
in a multicultural social context (Jordan) in the chosen context; the possible 
relationships between attitudes, motivational orientations, motivational drive and 
academic achievement on EFL; differences relatable to gender and branch of study, as 
independent variables; and to track possible changes of attitudes and motivation 
(orientation and drive) over time.
As outlined in the previous chapter, this study used two principal methods for 
collecting data (questionnaire and interviews) in addition to students’ achievement 
scores at the three stages of the study. In the current chapter, the findings of the 
questionnaire, which was administered three times (in stages 1, 2 and 3), are presented 
and followed by an analysis for each stage.
The chapter is divided into six main sections that deal with the research questions and 
hypotheses presented in the methodology chapter. To be more specific, in each 
section of the chapter, it is briefly mentioned whether the relevant hypotheses are 
supported or not; this is more fully addressed in Chapter 5. In each section presented 
in this chapter, the interview findings are appended to the questionnaire findings as 
they are expected to amplify some support to the questionnaire items in a 
supplementary way. Regarding the analysis of the interviews, the findings of students’
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interviews are followed by those arising from the teachers’ interviews (some of the 
main figures and tables are presented in the appendices). Finally, a comparison is 
made between the three sets of longitudinal data at the end of the chapter to trace any 
changes over time in the investigated variables.
4.2 Attitudes and Motivational Orientations and Drive
This first section will present findings on students' attitudes and motivational 
orientation and drive that were investigated using the questionnaire and the interviews. 
The dominant motivational orientation(s) in Ma’an city and any possible correlation 
between motivational orientations and EFL scores is revealed. Accordingly, the 
following hypotheses are relevant here:
• HI: The students will have favourable attitudes towards learning EFL.
• H2: The students will be positively motivated in learning EFL.
• H3: The students will be equally instrumentally and integratively 
motivated toward learning EFL.
• H4: There will be no correlation between motivational orientations 
and students’ EFL scores.
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4.2.1 Students’ Attitudes
4.2.1.1 Questionnaire Findings
Performing a descriptive analysis to find out attitudes toward EFL, table 4.1 below 
displays the mean scores for the two facets (attitudes toward the language and 
attitudes toward the speakers) used to investigate attitudes toward EFL.
Table 4.1 Mean of Students’ Attitudes toward EFL for the Three Stages
Students’ attitudes toward EFL and English native speakers Mean
1. Attitudes toward EFL Stage 1 3.12
Stage 2 3.23
Stage 3 3.50
3.28
2. Attitudes toward English-speakers Stage 1 2.90
Stage 2 2.77
Stage 3 2.97
2.88
Generally, the findings suggested that there were positive attitudes toward EFL 
leaming and neutral attitudes toward English-native speakers. As previously 
mentioned, attitudes toward a language and toward its speakers refer to attitudes 
toward leaming the target language. For this reason, the first hypothesis, namely that 
‘students will have favourable attitudes towards leaming English as a FL’, appears 
partially supported in all three stages of this study.
At stage 1, attitudes toward EFL had a mean score of 3.12 and SD of 0.71 (based on a 
sample of 259 respondents in this stage) (see Table 1 in appendix G). The 95% 
confidence interval for this mean was from 3.03 to 3.21. Since this interval does not 
include the value 3 the median point of the scale, it is concluded that respondents’ 
attitudes were leaning toward the positive and favourable side rather than the neutral. 
From analysis of the means, there was no evidence to show that attitudes toward 
English speakers (M=2.90 and SD= 1.00) were anything other than neutral. Students
124
The Findings: Presentation and Analyses Chapter
were found to have favourable attitudes toward EFL and neutral attitudes toward 
English native speakers.
The findings of the 260 respondents at stage 2 did not lend much support to the 
hypothesis. The 95% confidence interval of means for attitudes toward EFL was 3.09- 
3.36 and the mean score was 3.23 (see Table 1 in appendix G). It is very unlikely that 
the attitudes are neutral. In other words, the overall opinion was above neutral (toward 
the positive side). The mean score of attitudes toward English native speakers, which 
was 2.77, showed that the overall opinion was less than neutral.
At stage 3, from Table 4.1 above, findings of 257 respondents showed not much 
support for the hypothesis. The p-value was only significant for attitudes toward EFL, 
not attitudes toward English speakers. The mean score of attitudes toward EFL (3.50) 
was inclined to be more positive, whereas the mean score of attitudes toward English-, 
speakers (2.97) was more neutral (see Table 1 in appendix G for SD and 95% 
confidence interval). In other words, the findings did not show any explicit 
evaluations of English native speakers (neither negative nor positive attitudes).
4.2.1.2 Students’ Interviews^
The findings reported here include the topics of preferred accents and integration, 
different leaming contexts and current levels of EFL and future ambitions. These are 
the questions in the students' interviews that relate to EFL attitudes.
' As stated in the methodology chapter, the responses were translated from the Arabic by me for all 
interviewees, except for two interviewees (one teacher and one student).
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The interviewees were asked in stages 2 and stage 3 about their preference for spoken 
varieties of English in order to highlight their attitudes toward English in general and 
specific English varieties in particular. Their responses suggest that both low and high 
achievers showed a preference for certain accents although responses of the high 
achievers to a choice of accents were based on a real desire to broaden their 
knowledge of, interest in, and love for English. The majority of students expressed a 
preference for American and British English accents. At stage 2, for instance, 7 out of 
18 students preferred the American accent and 6 (out of 18) students showed a 
tendency to learn and listen to the British accent. For example, FSEl 4  ^ expressed her 
preference for the American accent:
“I love the American very much [...] 1 love America generally, its language,
its people, its civilisation” ^
The findings at stage 3 regarding favoured English varieties did not show substantial 
differences. American and British accents were still mostly preferred; although, 
respondents were more interested in the British accent compared to the previous stage 
due to ‘clarity of pronunciation’ of this accent (e.g., F AH 11). The responses of 
students who did not express any preference for a specific variety of English in either 
stage did not, however, reveal a dislike for EFL. Only one interviewee expressed 
some dislike for English at each stage of the interviews.
 ^The interviewees are referred to using certain abbreviations: F female, M male, A arts, S science, H 
high achiever, L low achiever. For example, FSH 4 refers to Female science high achiever student 
number 4.
 ^ Most of the quotations were translated by the researcher into English because interviews were 
conducted in the Arabic language. Two interviewees only used English (one female teacher and one 
female student in each stage). The student who insisted on answering in English in stage 1 of 
interviews was the same student who gave responses in English in stage 2.
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Students were asked about their desire to integrate and belong to English-speaking 
societies (mainly British and American societies) in which responses might uncover 
their hidden attitudes toward English speakers (see Table 1 in appendix H). Based on 
responses in both rounds of interviews, it appears that their desire for assimilation 
with such societies cannot be complete and is limited to certain issues such as 
knowledge about English-speaking peoples’ cultures, lifestyles and sharing with them 
some of their customs.
Regardless of their EFL achievement scores, many low and high achievers (11 
students in stage 2 and 7 students in stage 3) did not welcome the idea of full 
integration. A high achiever (FSH 9) stated that she wants to integrate with American 
society although she would still like to maintain her Arab identity. Actually, this 
student who acquired a lot of features of the American accent and was highly 
motivated to get more knowledge about American English preferred to keep her own 
identity and values. Some responses focused on the perception in some quarters that 
English-speaking people do not have ‘decent values’ in their lives (e.g., MSL 7 in 
stage 3) while some others focused on the issue of immorality of English-speaking 
societies (e.g., MSH 1). In contrast to the previous views, some other interviewees (3 
respondents [e.g., FSH4] in stage 2 and 1 [e.g., FSH 9] respondent in stage 3) 
expressed a great desire and real interest to assimilate with English-speaking societies. 
For instance, respondent FSH4 articulated her wish to live in the Western community: 
“I love everything related to such a community [...] it has all the things I am 
dreaming [about].” Interviews in both stages showed that interviewees had positive 
beliefs and impressions of English-speaking people in which they were described with 
positive attributes such as ‘civilised’, ‘easy-going' and ‘nice’.
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With regard to students' responses to leaming English in other contexts outside of 
Ma'an city, all students, both low and high achievers, except one respondent (MAH 5), 
agreed that moving to another leaming context would give them better opportunities 
to leam and use English effectively since Ma'an city is not the place where they can 
leam good English. On this issue, respondent MAH 5 maintained that he would not 
like to leave his society even if there were a better opportunity to leam English. Some 
students argued that their good command of English in this context was only as a 
result of their effort and interest to be proficient (e.g., FSH 9). A high achiever (MSH 
1) claimed that private schools in Amman provided good education for their students 
and that they used English as the language of instmction for more than one subject; in 
addition, their teachers were qualified. One of the issues mentioned is that knowledge 
of English gives individuals a special social status because English is required to take 
advantage of good jobs in the large Jordanian cities (MAH 4) and it is used even 
among friends in Amman (MSH 7). In spite of that, leaming English in a country 
where it is spoken as a first language, such as the UK or the USA, is preferable for 
students’ language proficiency as they would have direct contact with English native 
speakers (e.g., MAH 5). Interestingly, a low achiever student (FAL 15) mentioned 
that she wished to be part of an English-speaking family to support her in leaming 
English.
Regarding their level of EFL, all students (except two high achievers [FSH 4; F AH 
18]) referred to their own unsatisfactory English proficiency ànd some of them 
referred to their weaknesses in certain areas, such as communicative strategies and 
reading skills. In other words, students wanted to reach higher levels than their current 
levels in language, e.g. the high achievers asserted that they aspire to reach the
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English native-speakers’ competence. Surprisingly, the high achiever, F AH 18, who 
seems to be unmotivated, remarked that she does not aspire to get more than her 
current knowledge of English; she also felt acquiring English is unnecessary. In 
contrast, an example of a high achiever who aspired to reach the highest levels of 
English was respondent (FSH 4). She said “I want to be excellent [...] my father 
encourages me to sit for TOEFL exam"; her response was an indication of her high 
level of motivation. It appears that on the whole high achiever students aspired to be 
like native speakers (e.g., MSH 7) while low achiever students only wanted to be 
proficient in certain skills.
All the high and low achiever interviewees in this study attributed their substandard 
level of proficiency to both internal and external reasons. One student (MSL 8) 
blamed himself for not making enough effort to stiidy EFL and reported that he was 
disappointed about his teachers’ level of teaching. He added that teachers expect 
students to have solid knowledge of certain topics, such as grammatical constructions, 
from the basic cycle teaching, and do not explain these things thoroughly. Leaming 
English basics at this advanced stage made students disappointed about their level 
since some of them thought that it is a difficult task (e.g., MAE 9). Having this 
problem, many of them said they worked harder to overcome any possible adverse 
leaming experiences.
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4.2.1.3 Teachers' Interviews
Contrary to students' responses in section 4.2.1.2, regarding leaming EFL in a 
different context, the three interviewed teachers maintained that the community in 
Ma’an provides similar leaming opportunities for both male and female students. The 
female teacher" ,^ for instance, stated that there is no clear evidence of distinctions 
made between male and female students, and that they usually get the same 
opportunities of leaming in Jordan, especially in Ma'an city:
I do not think so [...] they [parents] do not differentiate [...] their parents, their 
society also encourage them to leam
4.2.2 Students’ Motivational Orientations
4.2.2.1 Questionnaire Findings
Both instmmental and integrative motivational orientations were explored, using a 
subset of questionnaire items to measure these constructs. A descriptive analysis was 
carried out to show the distribution of responses to questionnaire items belonging to 
these orientations. Table 4.2 below displays the overall mean for each item of 
instmmental and integrative orientations over the three stages of this research.
This female teacher was the only teacher who answered in English so there was no need to translate 
her responses into English.
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Table 4.2 The Overall Means of Students' EFL Motivational Orientations for all Three Stages
Mean
Items for Instrumental orientation
1. Studying English can be important for me because it will make me a more knowledgeable 
person
4.20
12. Studying English is important to me because I don’t want to get poor marks in it at 
school.
4.08
16. Studying English can be important to me because 1 think it will someday be useful in 
getting a good job.
4.09
22. Studying English is important to me because the educated person is supposed to be able 
to speak English.
3.99
4.08
Items for Integrative orientation
9. Studying English is important because it will enable me to better understand English- 
speaking peoples life and cultures.
4.29
18. It is important for me to know English in order to think and behave like English- 
speaking people do.
3.66
24. Studying English can be important for me because it will allow me to meet and converse 
with more and varied peopled
4.01
25. Studying English is important to me because I would like to visit English-speaking 
countries.
3.67
3.89
Examining the means presented in the table above, it is evident that students in Ma’an 
city are more instrumentally motivated toward leaming EFL. The overall mean for 
instmmental motivational orientation was 4.08, whereas it was 3.89 for integrative 
motivational orientations. What this implies is that instmmental orientations were 
more important and dominant in the study context than integrative orientations for this 
sample of students, although, in the three stages, high means were registered for both 
instmmental and integrative orientations; there was also little difference in means for 
both orientations.
Item 1 ‘Studying English can be important for me because it will make me a more 
knowledgeable person’ shows the highest overall mean (4.20) among the other 
instmmental items: students thought that English makes them more knowledgeable.
 ^ Items 24 and 25 are considered to be integrative orientations according to Gardner's ATMB model. 
Still, one could classify them as instrumental orientations. As stated previously in Chapter 2, 
researchers showed different perspectives in classifying different leaming orientations from their points 
of view.
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On the other hand, the highest mean of the integrative orientation items was 4.29 for
;
item 9 ‘Studying English is important because it will enable me to better understand 
English-speaking peoples’ life and cultures’. The results indicated a high level of 
agreement on all the stated orientations for EFL study besides similarities in findings 
in the three periods of study.
Besides the descriptive analysis presented above, a paired t-test was performed to 
show which orientations were important in the three stages of this research. Table 4.3 
presents the results of t-test analysis (p-values), mean scores and SD for stages 1, 2 
and 3.
Table 4.3 Distribution of Responses with Respect to Students’ BFL Motivational Orientations for Each Stage
M SD 95% Confidence Interval for 
Mean
Std.
error
Mean
Sig.(2-
tailed)
N
Lower bound Upper bound
Instrumental Stage 1 4.07 0.70 3.99 4.16 .04387 257
orientation Stage2 4.01 0.77 3.92 4.11 .04817 .000 260
Stage3 4.16 0.70 4.07 4.25 .04416 .000 257
Integrative Stage1 3.90 0.87 3.80 4.01 .05452 .000 257
orientation Stage2 3.83 0.89 3.72 3.94 .05554 260
- Stage3 3.96 0.79 3.86 4.06 .04942 257
The /?-value (p> 0.000) was found to be significant and this suggests that there are 
significant differences between both orientations over the whole period of this 
research. In fact, the findings did also show support that instrumental orientations, 
compared to integrative orientations, is important and necessary for all 3 stages 
(stages 1, 2 and 3) since the mean score for instrumental motivational orientations was 
significantly higher than that for integrative orientations as displayed in the table 
above.
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4.2.2.2 Students’ Interviews
In the first round of interviews (conducted with 18 students in stage 2) the responses 
showed support of the questionnaire findings regarding the dominance of instrumental 
orientations in the Jordanian context (see Table 2 in appendix G). That English could 
help in their future career was the most important instrumental motivation for 4 
respondents. Then, leaming English for future study and to gain high marks came 
next (3 responses each). In addition, other instmmental orientations for leaming 
English were mentioned, such as parental desire, Internet use and protecting 
themselves from any perceived threat (from the West). In this vein, one student (FAH 
6) justified leaming EFL as necessary “in order to understand how the English people 
think and what they plan for us [...] especially we know that they are our enemies”. 
On the other hand, indications of integrative motivations were also found: meeting 
people and travel were the main integrative motivational orientations for three student 
interviewees. Students gave other integrative reasons, such as showing interest in 
Westem lifestyles; “I love everything about the Westem world” (FSH 4) represents 
one of the views given. It was noticed that more than half of the high achievers 
disclosed that they like English and that they made a good effort to leam English. One 
high achiever, FAH 16, claimed that she had read most of the English books and 
stories in the school library. Still, both high and low achievers had a great desire to 
leam English and to learn about English-peoples’ cultures regardless of their different 
proficiency levels. In this regard, a low achiever (MAE 12) stated that “I have the 
desire to leam it”.
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For all interviewees, as they acknowledged, English is a compulsory subject, and 
many of them received support from their parents (e.g., MAE 9) while leaming 
English. As English is imposed on students, responses of some interviewees showed 
that they do not like the imposition of English. Getting high grades at English as a 
school subject is the main orientation for this sample of respondents. To quote one of 
them (FAH, 18):
“English is subject like other school subjects that I have to leam  [...] my 
main aim is to get high mark in that subject [ ...]  this will 
increase my total grade [...] but I do not like English though.”
4.2.3 Motivational Orientations and EFL Achievement Scores
4.2.3.1 Questionnaire Findings
The relationship between motivational orientations and English achievement scores 
was investigated, using the Pearson product-moment correlation coefficient, which is 
normally mn to show the strength and direction of the linear relationship between the 
examined items (see Table 4.4).
Table 4.4 Correlations between Students’ EFL Motivational Orientations and Achievement 
Scores in the three Stages of the Study
EFL Orientations EFL Achievement
Instrumental orientation Stage 1 .070
Stage2 .107 ^
Stages .030
Integrative orientation Stage 1 .139*
Stage2 .110
Stages .064
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From the results, there was only a significant positive correlation i.e. between EFL 
achievement scores and integrative motivational orientations (r=. 139*) rather than 
with instrumental orientations (r=. 070) in stage 1. This contradicts most motivational 
research findings in FL leaming contexts in which the dominance and influence of 
instmmental orientations is clearer than that of integrative orientations (see Oxford, 
1996). In this particular study, instmmental orientation was found to be more 
important for students than integrative orientation in this context but it did not 
correlate with achievement scores in Jordan. The correlation between both 
orientations and achievement scores in the other two stages was constant; in other 
words, no relationship was found between them. From what has been revealed, the 
results do not therefore give any support to the statement that There will be no 
correlation between motivational orientations and students’ English Scores’ (the 
fourth hypothesis) at any stage of this research. Put differently, it appears that the 
instmmental orientations, which were found to be dominant in this context, do not 
have any statistically-signiflcant correlation with students’ EFL academic 
achievements.
4.2.4 Students’ EFL Motivational Drive
4.2.4.1 Questionnaire Findings
A descriptive analysis was performed to calculate the overall mean scores for each 
theme of the different attitudinal and motivational measures investigated in this study
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over the whole period of 2 years. Table 4.5 below exhibits the overall mean scores for 
themes.
Table 4.5 The overall Mean Scores across the 2 Years for the Main Facets Investigated in this 
Research
M
1. Parental Encouragement to leam EFL^ 4.13
2. Instrumental Orientations 4.08
3. Integrative Orientations 3.89
4. Confidence in leaming EFL 3.88
5. Interest in FLs 3.80
6. Motivational Intensity to learn EFL 3.62
7. Attitudes toward EFL 3.28
8. Arab identity and leaming EFL 3.27
9. Bad learning experiences in learning EFL 3.09
10. Desire to leam EFL 3.02
II. Attitudes toward English native speakers 2.88
12. Anxiety in leaming EFL 2.71
Attitudes toward the learning situation^
13. Teacher evaluations 5.75
14. Competence of teachers of English 5.73
15. Rapport with teachers of English 5.70
16. Utility of the English course 5.68
17. Inspiration of teachers of English 5.53
18. Course evaluations 4.88
19. Difficulty of the English course 4.82
20. Interest in the English class 4.79
 ^Taking into account the Likert scale of strongly agree 5 to strongly disagree 1 for constructs 1-12, the 
value 3 represents the neutral point in this scale.
’ As mentioned in chapter 3, themes 13-20 represent students' evaluations for their teachers of English 
and English classes and the Likert scale for these constructs was 7 to 1 (strongly agree to strongly 
disagree). Constructs 13-20 were not ranked with the rest of constructs since their scale was different.
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From the results demonstrated in Table 4.5 which covers the whole period for all 
facets, motivational drive, which was measured by three scales of desire, motivational 
effort and attitudes toward leaming the language^ was positive for the data collected 
at stages 1, 2 and 3. In other words, there was support for the second hypothesis: ‘The 
students will be positively motivated in leaming English as a FL’ considering that the 
mean displayed in Table 4.5 for motivational intensity and attitudes toward the 
leaming context consisting of attitudes toward the teacher and attitudes toward the 
English course are positive and high. However, desire as one of the motivational drive 
components is found to be neutral (3.02). Findings related to students' motivational 
drive in each stage of this research are presented later in section 4.4 and these in tum 
will give support to the results found here (see also Table d in appendix F).
With regards to the other motivational facets investigated in this research, results 
showed that the highest overall mean was for parental encouragement and 
instmmental orientations. Other facets showed influence upon students' attitude and 
motivation such as integrative orientations, interest in FLs and confidence. The 
results further revealed that the overall mean for teachers and course attributes 
(constmcts 13-20) were all high and positive over the whole period of this study. 
Notably, means for teachers’ evaluative attributes were higher, compared to the 
course evaluative attributes. This result suggests that the teacher of English was one 
of the main determinants of attitudes and motivational drive at the secondary stage in 
this context. Exploring the rest of the means, results reveal that their means were 
around value 3 which represents a neutral position. For example, attitudes toward 
EFL and desire (facets 7 and 10) were leaning toward value 3. Put more simply, these
^ These are the components of motivation according to Gardner’s (1985) definition of L2 motivational 
drive stated earlier in chapter two.
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facets had no significant effect on students’ progress in learning EFL. It can also be 
noted that means of motivational orientations (facets 2 and 3) are higher than means 
for motivational drive constructs (desire, motivational intensity, attitudes toward 
learning English).
4.2.4.2 Students’ Interviews
This section tackles the factors that have the greatest impact on students’ attitudes and 
motivational drive and English achievement scores according to the interviews 
conducted (see Table 3 appendix G).
The first round of interviews carried out at stage 2 showed that more than half of the 
students interviewed (11) stated that their experience of learning EFL was successful 
as they had not failed and their English proficiency is good. Nevertheless, five of 
these students reported that their marks were low (3 Arts high achievers and 2 Science 
low achievers). The remaining 7 students stated that their EFL experience was not 
successful and only 3 of them mentioned that they had failed in the first semester at 
the first secondary grade. One of the low achievers (FAL 15) was disappointed about 
her level in EFL because she had had to repeat her English exams to pass them. 
Apparently, having successful or unsuccessful EFL experiences was linked by the 
students to specific factors. The most important reasons given for success and failure 
in learning English at this stage were: satisfaction about teachers' methodology (e.g., 
F AH 6), love of English (FSH4), individual effort (FSH 7), dissatisfaction about 
teachers' methodology and inability to translate and understand English (FSE 5), weak
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foundation at primary stage (MSL 8). Those students who indicated that they liked the 
language were all high achievers and reportedly spend some time outside of the 
classroom trying to improve their English. In this respect, one student (FSH 4) was 
trying to acquire an American accent by listening to American songs and memorising 
them.
Regarding stage 3 (the second round of interviews), success was mainly attributed to 
parental support and personal effort and self satisfaction besides teachers’ good 
methodology. Other reasons for success relating to this final stage were successful 
experience in the Ministry exam and thinking of English as a university major. In 
comparison, reasons for failure were similar to those presented in stage 2 in which 
teachers were blamed for poor performances in English exams.
4.2.4.3 Teachers’ Evaluations of Students’ Motivational Drive
As stated previously in Chapter 3, teachers filled in a form at stages 2 and 3, regarding 
their motivational drive in the EFL classroom. These evaluations can possibly give 
support to our findings, regarding the students’ motivational drive. Results displayed 
in Table 4.6 below reveal teachers’ evaluations of their students’ motivational drive at 
stage 2.
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;
Table 4.6 Teachers' Evaluation of their Students’ Motivational Drive in Stage 2 (in %)
EFL Students’ Sample Highly
Motivated
Motivated Indifferent Unmotivated Highly
unmotivated
Male
Science 9 21 22 4 1 ,
Arts 1 21 16 9 5
Female
Science 28 30 7 3 0 .
Arts 19 33 36 3 4
The table shows that female Science students were considered to have higher levels of 
motivation (as indicated by categories of ‘highly motivated’ and ‘motivated’) than 
their corresponding male Science peers. 22% of male Science students were also 
'indifferent', regarding learning EFL. Still, the findings on male Science students were 
better, compared to those on males of the Arts branch. With regards to the substantial 
number of 'indifferent' students, it is reasonable to assume that their motivational 
drive was changing according to the learning atmosphere and their achievement at 
exams for both male and female students. On the negative side of the scale 
(‘unmotivated’ and ‘highly unmotivated’). Science male students also had a lower 
percentage, compared to the Arts male students. It seems that Science students, 
according to their two teachers of English, were more motivated in the English 
classroom at the end of the first secondary grade (stage 2).
Results of evaluations for the male and female Arts branch indicated that the female 
Arts students, not the male Arts ones, were more ‘highly motivated’ and ‘motivated’ 
to learn English. Actually, it appears that this result does not have any link to the size 
of each sample given that the size of the female Arts sample was bigger than that of 
the male Arts one (as mentioned in the methodology chapter). Examining the table 
carefully, specifically the percentage of ‘unmotivated’ and ‘highly unmotivated’, 
reveals that female Arts students were the most motivated. To sum up, the evaluation
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of teachers of English was leaning toward the positive side of the scale (‘highly 
motivated’ and ‘motivated’) for both male and female students at the end of the 11*^  
grade, year 1 of this study.
At stage 3, results of evaluations in table 4.7 below indicate that the majority of male 
Science male students (52%) are ‘highly motivated’, and that there are no ‘highly 
unmotivated’ students among them.
Table 4.7 Teachers' Evaluation of their Students’ Motivations in Stage 3 (in %)
EFL Students’ Sample Highly
Motivated
Motivated Indifferent Unmotivated Highly
unmotivated
Male
Science 22 30 1 3 0
Arts 7 28 1 13 2
Female
Science 14 25 24 4 0
Arts 13 22 40 13 5
Moreover, by way of contrast to the female Science students, the male students were 
more motivated in the Al-Tawjehi grade (stage 3). The table also shows that the 
motivation of male Arts students as indicated by their teachers can be distinguished 
from that of the female Arts students. The percentages of ‘indifferent’ and ‘highly 
unmotivated’ are low for the male students in this academic year. From the teachers’ 
evaluations, it appears that male students (in both Science and Arts) are more 
motivated, compared to female students at this stage. However, there is an 
improvement in male students’ levels of motivation to learn EFL at stage 3 compared 
to female students’ motivation.
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4.2.5 Other Comments
4.2.5.1 Questionnaire Findings
The last part of the administered questionnaire was students' general comments (see 
section 3.3.1 in Chapter 3). Although giving comments was not mandatory, it was 
noted that the majority of students gave some comments, regarding their learning of 
EFL. It is important to mention that this section addresses the main issues raised over 
the whole period of the study rather than comments on each individual stage. 
Comments are not presented in detail here since a lot of issues highlighted are 
discussed later in the students' interview findings.
Broadly speaking, the issues brought up in the students’ comments show a real 
interest in EFL for the majority of respondents, awareness of the required incentives 
for learning English in the educational context and of their weaknesses in English. 
Responses mainly focused on reasons for learning EFL and similar to the findings 
previously presented regarding orientations, the findings here mostly showed the 
importance of instrumental orientations for the students. One of the interesting 
instrumental orientations for learning EFL was that English is important as it can be 
used to convey some good messages about Islam for other people (e.g.. Respondent 
55). However, there was a real love of the English language in this context among 
some students; that is, students also had integrative orientations. For example, R177 
commented: “I want to master it like the English native speakers [...] I like English 
films especially the 19th century films [...] I like the West Life band and I have 
memorized all their songs”. The comments provided further evidence that students are 
able to evaluate their attitudes and motivations towards learning EFL, their teachers’
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performance, the syllabus contents and its relevance to real life needs and the English 
classes. Many responses highlighted teachers' performances in the classroom and their 
responsibility to improve the learners’ levels and motivation in EFL.
While there was direct evidence of positive attitudes toward learning EFL, some 
responses revealed negative perspectives. One of the quotations that showed a 
negative attitude toward learning EFL in this Jordanian context was stated by R232 in 
which he explains that English is forced on his country through colonialism and that 
he hates English. Another student (R129) expressed a desire for a stop to teaching 
English as a subject for all educational stages.
Summary
To review the main findings revealed in section 4.2, attitudes toward EFL, not toward 
English-speakers, were found to be more favourable in stage 3 after finishing the first 
semester Ministry exams, compared to stages 1 and 2: attitudes toward EFL and 
toward English speakers were neutral (unclear) in these stages and there was no 
significant change on average. From students’ interviews, regarding integration, the 
general overview showed an interest to know about English-speaking cultures and 
lifestyles rather than a desire for complete assimilation into English-speaking societies. 
The findings showed that instrumental orientations were more important for students 
in this Jordanian context, although there was evidence of integrative orientations for 
some students. In spite of this, integrative orientations, not instrumental orientations 
correlated positively with EFL achievement scores at stage 1. No other correlations
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were found between motivational orientations and scores at stages 2 and 3. In other 
words, students' orientation was not influencing their grades in stages 2 and 3 of this 
research.
With reference to the overall mean analysis for all investigated themes over 2 
consecutive years of study, the findings mainly showed that motivational drive was 
not high. However, teachers’ evaluations of students’ motivational drive in the 
English classroom were positive.
Some factors were found to influence students’ learning experiences (success or 
failure in learning EFL) in this context: some relate to the individual (e.g., effort and 
love of English), and others relate to the educational context (e.g. teachers' methods of 
teaching, primary foundation in English as a subject).
4.3 Correlations and all EFL Attitudinal and Motivational Measures
Correlations between the overall mean of all attitudinal and motivational measures 
and the investigated themes are considered first followed by the internal correlations 
between the themes at each stage of this research. The correlations are likely to shed 
some light on the main facets that affect the overall means of measures.
Although no research hypothesis was relevant to this section, correlations between 
attitudinal and motivational measures were displayed in a separate section. Presenting
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correlations seems to be important since it might reveal the different aspects of 
attitudes and motivation developed at each stage of the study and help in interpreting 
findings in the other sections. Also it should be mentioned that no students' or 
teachers' interviews are related to this correlations section.
4.3.1 Questionnaire findings
A Pearson-product moment coefficient correlation was carried out between all the 
different themes investigated to show the strength and direction of the linear 
relationship between the main facets (see appendix E). In order to determine the 
strength of the relationship between variables, Cohen’s (1988) guidelines were used. 
Cohen presented three classifications of the strength of relationships: values 
between .10 to .29 (small), values between .30-.49 (moderate) and values between .50 
- 1.0 (high); this classification applies to both negative and positive values. In this 
section, the high and significant values are the ones mainly displayed.
At stage 1, the overall mean of all measures was moderately correlated with attitudes 
toward English native speakers, confidence and motivational orientations. Although it 
was also correlated with parental support and motivational intensity to learn EFL, 
values here were very small. These results mean that favourable attitudes and high 
motivation depended on students' attitudes toward English native speakers, 
confidence in using English and motivational orientations at the beginning of the 
academic year (stage 1 ).
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The results of internal correlations between themes showed many negative and 
positive significant correlations. Still, the values were all small and moderate, except 
for the value of the correlation between motivational orientations (r=.572); that is, the 
higher the degree of instrumental orientation, the higher the degree of integrative 
orientation becomes for this sample. Learning English for practical reasons does not 
mean that individuals do not have social and cultural reasons for learning the 
language as well. For most learners, both orientations work together in the process of 
learning English and parental influence affected the type of orientations students 
nurtured to learn EFL.
A closer examining of figure 1 in appendix F showed that some correlations are 
expected: e.g., it is not surprising to find that parental encouragement had a positive 
correlation with confidence (r= .179) and with both instrumental and integrative 
orientations {r= .348; r=.425). Put simply, parental support for students in this sample 
has led to a high degree of instrumental and integrative motivational orientations to 
learning EFL and to more confidence on the students' part in their ability to learn and 
use EFL. Interestingly, Arab identity, for example, was negatively correlated with 
parental encouragement (r=-.167), with confidence (r=-.249) and with integrative 
orientations (r=-.271), and it was positively correlated with attitudes toward EFL 
(r=.360). This result was predictable since learning EFL was found to be a perceived 
threat to Arab identity at stage 1 (see Table 1 in appendix G).
Another interesting finding was the positive relationship between attitudes toward 
EFL and adverse learning experiences (this facet has items investigating the kind of 
learning experience). A possible explanation at this stage is that students usually
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positively evaluate their EFL learning experiences when their attitudes are also 
positive. Since the sample in the current study had just engaged in classes at the 
beginning of the year, it is possible that students’ perceptions of their learning 
experiences were influenced by favourable attitudes toward learning EFL.
From matrix 3 (displayed in appendix F), we can see that there is a positive 
correlation between the overall mean and all presented themes in this research at stage 
2. Only attitudes toward English (r= .556) and integrative orientation (r=.507) had a 
pivotal role in forming students' attitudes and motivation at the end of the first 
academic year of the study. Results of internal correlations showed that desire to learn 
EFL positively connected with all the stated themes, although it only had a high 
positive correlation with attitudes toward learning English (r= .596) and a moderate 
positive correlation with integrative orientations (r=.431). Again, similar to the 
correlations at stage 1, integrative and instrumental orientations also showed a high 
positive correlation with each other (r=.689) in stage 2. Students' aim to pass the 
English exams especially the Ministry exam, was the main instrumental orientation 
for students at this point, but this does not mean that students' integrative orientations 
(e.g., T like English’; T aspire to study English at university’) developed because of 
instrumental orientations or vice versa.
From results shown for correlations at stage 3 (figure 5 in appendix E), the link 
between themes and overall mean was positive, but results showed that desire and 
attitudes toward learning EFL were the determinants of the attitudes and motivations 
in the current stage.
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Looking into the correlations between themes, the first notable finding was that no 
significant negative correlation was found between the presented themes; instead, all 
correlations were positive. Resembling findings in stage 2, desire to learn EFL was 
also positively and significantly correlated with all themes. In this respect, desire to 
learn EFL had a very high positive correlation with two themes: attitudes toward 
learning English {r= .607) and interest in FLs (r=.973).
Results also revealed that Arab identity correlated with 3 themes only, although the 
values were small positive correlations (anxiety, r=.160; interest in FLs, r=.262; 
attitudes toward learning English, r=.290).
Results regarding correlations with parental encouragement were similar to results in 
the other two stages, in which parental support linked positively with motivational 
intensity, interest in FLs, integrative and instrumental orientations in addition, at stage 
3, to attitudes toward EFL.
Unlike results in stage 1, anxiety correlated positively with confidence at this stage. 
Confident students are more anxious about the Ministry exam results, and they are 
possibly students who aim to get high grades. As found in the previous two stages, 
integrative and instrumental orientations showed a high positive correlation with each 
other (r=.623).
Exploring the correlations between attributes measuring attitudes toward the learning 
situation (the teacher of English and lesson evaluations) (see appendix F Figures 2, 4 
and 6), there is a significant association between all of these at stages 1, 2 and 3: the
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results of the three stages were alike. It was noticed that the traits of teachers of 
English correlated highly and significantly with each other but not with the English 
classroom features, except for stage 1. In the same way, correlations were higher 
between the features of the English classroom rather than between teachers and class- 
given evaluations. When teachers are highly assessed on the 'teacher evaluations' (as 
one of the traits used to assess teachers), it means that they are qualified and have a 
good relationship with their students and can inspire them. Results also revealed a 
high correlation between ‘course evaluative’ and English class ‘difficulty’, ‘utility’ 
and ‘interest’ features. In other words, when the evaluation of the English class is 
high, the English classroom experience is rated as easy (as a positive feature), useful 
and interesting.
Other findings noted during the two years of study were that lesson utility and interest 
rose when the teacher showed creativity and imagination in their teaching approaches 
in stage 1. Also a high correlation was found between teachers’ evaluative traits and 
lesson difficulty in stage 1 ; that is, the more positive traits attributed to the teachers, 
the easier the English classroom experience is rated. It appears that students were 
satisfied with their teachers’ performances and approaehes in presenting new 
knowledge in this study eontext and that teachers showed high motivation in teaching 
EFL, and worked hard to enhance and shape their students’ attitudes and motivations 
positively in learning English.
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Summary
s
Results of correlations showed that attitudes toward English native speakers, 
motivational orientations and confidence had a great influence on the overall mean of 
attitudinal and motivational measures at stage 1.
At stage 2, there were stronger correlations between variables since all the themes 
correlated positively with the overall mean. Significantly, attitudes toward EFL and 
integrative motivation were determinants of students’ attitudes and motivation at this 
stage.
Results at stage 3 showed that desire and attitudes toward learning EFL correlated 
highly with the overall means. Still, all themes significantly correlated with the 
overall mean of measures. Interestingly, similar to the findings revealed, with regard 
to orientations (in section 4.4.2), correlations give additional support that both 
instrumental and integrative orientations work together in shaping students' attitudes 
and motivational drive in the chosen context of study.
Findings relating to perceived attributes of teachers of English and English courses 
were highly correlated with each other in stages 1, 2 and 3. This indicates that there 
was a significant role for teachers throughout the whole secondary stage.
150
The Findings: Presentation and Analyses Chapter
4.4 Changes in EFL Attitudinal and Motivational Measures
This section seeks to identify any changes in attitudes, and motivational orientations 
and drive and other measures used in this study over the three stages of data collection. 
For this purpose, the following hypothesis is examined:
• H5: There will be no noticeable change in students’ attitudes and
motivational orientations and drive during the two-year period of this 
research.
4.4.1 Questionnaire Findings
A paired t-test analysis was carried out to look for differences at the more detailed i 
level between all investigated themes (see appendix G). The significant /7-values and 
means found were highlighted. As the aim of this particular analysis is to find out any 
change in attitudes, motivational orientation and drive and the rest of the measures 
used in this research, in order to trace changes easily, findings in the following section 
are presented according to a comparison between the three periods of time: 
comparison between stages 1 (at the beginning of the first secondary grade) and 2 (at 
the end of the first secondary grade), comparison between stages 1 and 3 (at Al- 
Tawjehi grade) and comparison between stages 2 and 3. Change in attitudes toward 
learning EFL and in motivational orientation and drive are highlighted first as they are 
the main variables of the study (See appendix G). Then, change for all of the themes
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used in the study is examined in accordance with the three main classifications of 
periods of the study.
As previously demonstrated (4.2.1.1), concerning attitudes toward learning EFL, 
attitudes were similar to attitudes toward English-speakers which showed some 
change at stage 3 (Al-Tawjehi grade). The mean score for attitudes toward learning 
EFL was leaning toward the positive side (M=3.50) whereas the mean was 2.97 for 
attitudes toward English-speakers. Although the latter attitudes were enhanced over 
the 2 years of the study, the mean score was leaning towards value 3 (the neutral 
stance). This means that students’ attitudes toward English speakers were not clearly 
identified. With regards to orientations, results also revealed a slight improvement at 
stage 3 in students’ instrumental orientation (M=4.16) and integrative orientation 
(M=3.96). In other words, students possessed both orientations to learn English and 
these orientations became more important at the end of the secondary cycle than at the 
beginning of this cycle.
As to changes in motivational drive, there were mainly changes in the three 
components of motivational drive (desire, motivational intensity and attitudes toward 
the learning situation) at stages 2 and 3. For example, desire to learn EFL was found 
to be higher at stage 2 (M=3.13) rather than at stage 1 (M=2.60). However, desire 
became higher at the end of the Al-Tawjehi grade i.e. stage 3 (M=3.34) compared to 
stage 2 (M=3.13). The same findings for motivational intensity were observed in 
which a high mean score was noted at stage 2 (compared with stage 1) and at stage 3 
(compared with stage 2). By this is meant that change in the motivational intensity 
was positive. Regarding the third component of motivation, the attitudes toward the
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learning situation (consisting of attitudes toward teachers and English classes), 
significant /7-values were found for all the measures used to investigate attitudes 
toward the teacher of English and the English class in stages 1 to 2 and stages 2 to 3. 
Comparing stages 1 and 2, the results revealed that teachers and English courses 
(from themes 13-20) were positively significantly evaluated at stage 1. It was also 
found that the average opinion on scales used to measure attitudes toward teachers 
and toward classes lies above the slightly agreeing stance (value 5)*. In other words, 
students were agreeing with the given traits for their teachers of English. At the 
second period of change in attitudes toward teachers of English and English classes 
(comparison between stages 2 to 3), significant small differences were found for 
measures at stage 3 and the overall opinion was toward slightly agreeing and agreeing. 
That is, attitudes toward teachers and classes were slightly enhanced in the Al- 
Tawjehi grade.
Comparing the results for stages 1 and 2 (Table 2 in appendix G), the /7-value was 
significant for: Arab identity and learning English, motivational intensity, anxiety, 
interest in FLs, confidence, bad learning experience and all evaluative constructs for 
teachers and English courses'^. Exploring means and SDs, results revealed that the 
means for interest in FLs, bad learning experience, and Arab identity and learning 
EFL were higher at stage 2 than stage 1. The means for desire and bad learning 
experience showed no statistically significant deviation from neutral. Interestingly, 
there was a dramatic change of Arab identity and learning English theme in stage 2 in 
whieh the mean score was 2.07 at stage 1 and 3.81 at stage 2. The mean score for
As previously mentioned, the Likert scale used to measure teachers’ and English course traits was 1 
to 7.
These are themes 13-20. Themes 13-16 relate to teachers of English and the rest of the themes are 
for the English course evaluation.
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Arab identity was leaning toward value 4 (agreement and positive stance) at stage 2. 
That is, the perceived threat of learning English to Arab identity changed from a 
negative to a positive view in which English was no longer seen as a threat. In a 
similar vein, a noticeable change in means for anxiety (stage 1= 3.31; stage 2= 2.39) 
and confidence (stage 1= 4.04; stage 2= 3.80) was also revealed. Put simply, students 
had a high level of confidence in their ability to learn EFL and their anxiety to learn 
EFL were leaning toward the neutral side at stage 1 and this was better than their 
anxiety at stage 2 which was increasing.
Turning to the findings with respeet to changes in stages 1 and 3, some interesting 
results were revealed (see Table 3 in appendix G). There were noticeable differences 
between stages 1 and 3 in desire, Arab identity, motivational intensity, interest in FLs, 
bad learning experiences, parental encouragement, confidence and anxiety. In fact, the 
mean scores for the first 5 themes were significant at stage 3. This means that there 
was an improvement in desire, Arab identity, motivational intensity, interest in FLs 
and bad learning experiences since the means were higher than at stage 1. There was a 
small change for some measures and a big change for others. The change in interest in 
FLs, desire, motivational intensity and Arab identity was highly significant e.g., 
interest in FLs was leaning toward the neutral side in stage 1 but toward positive side 
(agreement stance) in stage 3. Similar to the comparison between stages 1 and 2, 
findings regarding English as threat and Arab identity also showed a remarkable 
change since the mean became 3.94 at stage 3 instead of 2.07 at stage 1. On the other 
hand, there was a decrease in means for some constructs: parental support for learning 
EFL, confidence and anxiety. The means of parental support to learn EFL and 
confidence were higher at stage 1 than at stage 3 and this means that students had low
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confidence and received less parental support in stage 3. In spite of this, the change in 
parental support and confidence was not as dramatically significant as the change in 
anxiety scores; the mean score for anxiety was leaning toward the negative stance at 
stage 3 and this indicates that it was increasing.
Table 4 (in appendix G) displays a comparison between stages 2 and 3 in change of 
attitudinal and motivational findings. Significantly, findings showed a positive small 
change in attitudes toward EFL and toward English-speakers, motivational 
orientations, desire and interest in FLs at stage 3, rather than at stage 2. The mean 
score for interest in FLs was leaning toward the positive side (value 4).
To sum up, from the results presented in this section, there was change in students' 
attitudes and motivations over the period of the study and hypothesis 5, namely “there 
will be no noticeable change in students’ attitudes and motivations during the whole 
period of this research” can be rejected. Generally speaking, significant p-values and 
means were revealed for most of the themes used in this research. In particular, both 
instrumental and integrative orientations, desire, motivational intensity, Arab identity 
and learning EFL, attitudes toward EFL and attitudes toward speakers showed 
improvements mostly at the end of the secondary cycle (Al-Tawjehi grade). 
Moreover, the means of attitudes toward teachers and English classes were all 
positive and high. The sample of students exhibits a level of agreement (positive 
evaluation) with all attributes of the teachers and English classes although there were 
slight differences in the evaluation over the period of the study.
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4.4.2 Students’ and Teachers’ Interviews
Interviews were carried out with students to talk about how things have changed for 
them from their own perceptions on different points of time of this research (at the 
11^  ^grade, at the 12^*^ stage and on the whole period of two-year study).
4.4.2.1 Change of Attitudes and Motivational Drive in the 11**’ Grade
Results showed evidence of change in attitudes and motivational drive during the first 
secondary grade (stage 2 of the study). One student (MSH 14) disclosed that his 
motivation started to increase as “I need English more when I become older...I have 
to develop myself more”. Some students pointed out that their motivation had been 
higher at the beginning of the year and they had had a great deal of interest to learn 
and acquire new knowledge in English. In this respect, one high achiever student 
MSH 7 mentioned that his motivation was high at the beginning because he enrolled 
on EFL course in his summer break, and then it slightly decreased during the 
academic year. The rest of the interviewees, on the other hand, felt an improvement in 
their motivational drive during the academic year as a result of their teachers' concern 
about their success and grades in the first semester. For instance, respondent F AH 6 
mentioned that her teacher of English was the reason behind the positive change in 
her motivation. Also one response given by a high aehiever FSH 16 clarified her 
teacher’s concern at this stage:
“I am moving to Al-Tawjehi grade [ . . . ] !  need to get more knowledge to use 
it later [...] teachers refer usually to the important grammatical structures
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that are expected in the Ministry exam.”
Sometimes, the fear of failure could be a strong incentive to improve and develop 
motivational drive and achievement seores for individuals. On account of her failure 
in the first semester, respondent FAL 17 declared that she had a determination to do 
better in the second semester, besides her mother’s concern for her to improve her 
scores.
From teachers’ interviews, the male teacher (MTl), claimed that the motivation of his 
Science students was higher in the second semester than in the first semester, 
compared to his Arts students who showed the same level of motivation from the 
beginning of the academic year. Also the female teacher (in the teachers’ interviews) 
said her students were more motivated especially at the end of the academic year 
because they beeame familiar with the syllabus, teacher's methodology and 
personality.
4.4.2.2 Change of Attitudes and Motivational Drive in the 12**’ Grade
Taking into account that the Ministry exam is organised twice a year, there was a 
remarkable change in students’ attitudes and motivation at stage 3 of interviews from 
the findings at stage 2. The findings at the end of the aeademic year (stage 3) showed 
that, compared to the beginning of that year, motivational drive increased for 8 
students, but became lower for the other 8 students and were not radically changed for 
the remaining two. Students' motivation changed following the first semester Ministry
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exam. Those who failed realised that the subject is difficult and they may not pass the 
second semester (e.g., FSL 10 and FAL 16) while those who passed were happy and 
decided to increase their efforts to add to their knowledge and to get better marks at 
the end of the year (e.g., MAL 4). For example, respondent FAL 16 stated that her 
motivation became low because she failed in the Ministry exam. One of the high 
achievers (MSH 2) claimed that his motivation decreased after attending the first 
semester exam as it was easy for him and he had widened his area of study to cover 
many topics more than was required when preparing for the exam. Having taken the 
Ministry exam in the first semester, some students were more relaxed and showed a 
positive reaction toward the English exam (FAH 17):
"the topics covered in the first secondary class were similar to Al-Tawjehi 
class [ ...]  we focused on vocabularies and writing [...]  it [her motivation] 
increased in Al-Tawjehi [...] they told me to devote my time to study 
English [...] to get high marks [ ...]  English is very easy for m e”
In addition to the students’ interviews, the two teachers' interviews also revealed the 
change in students' attitudes and motivation in the Al-Tawjehi class between stages 2 
and 3. The female teacher felt that her students "are getting more serious on studying 
English", they admitted their weaknesses and they wanted to improve their level. She 
stated that students (both high and low achievers) want to reorganise their time to 
study English better. Another change was that her students had stopped taking private 
tutoring and lessons. This might be attributed to their teachers’ proficiency and 
methodology or to a heavier curriculum. The male teacher pointed out that his 
students started to like English towards the end of their 12**’ grade, to like his classes 
and became better than before. Furthermore, they started to prepare questions for him
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related to the topics in the syllabus. He even mentioned that they were asking about 
him when he was absent for a few days.
4.4.2.3 Change over the whole period of the study
Students were asked whether they noticed any change in their attitudes and 
motivational drive in learning English over the whole period of the 2-year secondary 
cycle. Six students of those interviewed indicated that their attitudes and motivational 
drive were better in the 11**’ grade, while the rest affirmed that a noticeable positive 
change happened in the 12**^ grade. Those students who had high motivation in the 
first secondary class and low motivation in the second secondary class mainly pointed 
to the time available for study and preparations for the Ministry exam. For instance, a 
high achiever student, MSH 1, reported that he had plenty of time to practise English, 
listen to English news and read English stories in the first secondary grade while time 
was limited in the second, Al-Tawjehi year. In Al-Tawjehi, they had to focus on other 
school subjects so they did not have enough time to do extra exercises outside class to 
improve their English.
On the other hand, highly motivated students in the Al-Tawjehi year (stage 3) 
mentioned the following reasons for change in their attitudes and motivational 
orientation and drive on the whole period (compared to primary school cycle) such as 
having more knowledge (e.g., FSH 9), having qualified teachers (MAE 8, FAL 16), 
parental encouragement (MAL 3) and thinking about English as a major subject or
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important requirement at university (FAH 17). Success in English in the first 
secondary stage was a big motivator for a low achiever student: FAL 16 indicated that 
her interest in participating in the English class grew in the Al-Tawjehi grade. 
Student FAH 11 mentioned that her motivation to learn English had been "the 
highest" in the previous two years as she was finishing her school education at the end 
of this stage. Respondent FSH 9 maintained that her level of English had developed 
well because she had learnt more each year and she was working on her own to learn 
English slang.
Summary
Re-examining the results discovered in this section,, there was some evidence of a 
change in attitudes, motivational orientations and drive (desire, effort and attitudes 
toward teachers and classes) and all other measures. As stated earlier, improvements 
were mostly noted in Al-Tawjehi grade (stage 3). The findings of the interviews with 
respect to change gave some support to the questionnaire findings. Responses of the 
interviewees who were selected according to their achievement grades at English 
were various and changes happened across all these stages of this study. However, 
most changes were more significant at stage 3 as a determining stage compared to the 
other two stages. Having attended the first semester Ministry exam, students’ attitudes 
and motivational orientation and drive might be different. Teachers’ input was also 
another indieation of change. In general, teachers were satisfied with their students’ 
performance and observed some positive changes in students’ attitudes and 
motivation, especially at stage 3.
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4.5 Change in Correlations between Attitudinal and Motivational Measures and 
Achievements
This section investigates whether there will be a change in the relationship between 
attitudes and motivational drive and aehievement seores. Put differently, it seeks to 
test the following hypothesis:
• H6: The relationship between attitudinal and motivational measures,
on the one hand, and EFL achievement scores, on the other hand, will 
remain constant over the three stages.
4.5.1 Questionnaire Findings
As also in the testing of hypothesis 5 (section 4.4), a Pearson-moment correlation 
analysis was performed to identify possible changes in the correlation between the 
overall mean of all the attitudinal and motivational measures used in this study on the 
one hand and EFL achievement on the other hand over the three stages of this 
research. Furthermore, it focuses on the internal correlations for each theme with 
achievement. Table 4.8 presents the strength and direction of the correlations between 
the overall mean and EFL achievement scores.
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Table 4.8 Correlations between all Investigated Measures and Achievement Scores
Achievement
Instrumental orientation Stage 1 .070
Stage 2 .107
Stage 3 .030
Integrative orientation Stage 1 .139*
Stage 2 .110
Stage 3 .064
Desire to learn EFL Stage I -.247***
Stage 2 .022
Stage 3 -.065
Motivational intensity to learn EFL Stage 1 -.089*
Stage 2 -.109
Stage 3 -.084
Interest in FLs Stage 1 .058
Stage 2 .092
Stage 3 .152*
Attitudes toward EFL Stage 1 -.098
Stage 2 .087
Stage 3 -.014
Attitudes toward English-speakers Stage 1 -.025
Stage 2 .046
Stage 3 -.008
Bad learning experience in learning EFL Stage 1 -.171**
Stage 2 .198**
Stage 3 .089
Parent encouragement to learn EFL Stage 1 .104
Stage 2 .045
Stage 3 -.074
Arab identity and EFL learning Stage 1 . -.097
Stage 2 .026
Stage 3 -.061
Anxiety in learning EFL Stage 1 -.206**
Stage 2 .125
Stage 3 -.094
Confidence in learning EFL Stage 1 -.018
Stage 2 .111
Stage 3 -.077
Teacher evaluation Stage 1 -.106
Stage 2 .030
Stage 3 .055
Rapport of teacher of English Stage 1 -.085
Stage 2 .031
Stage 3 .032
Competence of teacher of English Stage 1 -.098
Stage 2 , -.024
Stage 3 -.045
Inspiration of teacher of English Stage 1 -.079
Stage 2 -.019
Stage 3 -.032
Course evaluation Stage 1 .002
Stage 2 .077
Stage 3 .021
Difficulty of the English course Stage 1 .077
Stage 2 .151*
Stage 3 .091
Utility of the English course Stage 1 .001
Stage 2 .033
Stage 3 .033
Interest (in the English class) Stage 1 .062
Stage 2 .033
Stage 3 .020
Overall mean Stage 1 -.148*
Stage 2 .047
Stage 3 -.035
*r=p<.01 **r=p<.001 ***r=p<.0001
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Results displayed in the table show some significant positive and negative magnitudes 
(values) of correlation between the main themes and EFL achievement scores at 
stages 1, 2 and 3. Unexpectedly, results showed that at stage 1 there was a negative 
but significant correlation between the overall mean and achievement scores (r= - 
.148*) indicating that attitudes and motivation had a negative impact on the EFL 
achievement scores. Basically, having positive attitudes and high motivational drive 
toward a language usually can be expected to lead to high achievement scores, but 
this turns out not to be the case in the present study. In other words, attitudes and 
motivation were not the main factors that affected the EFL achievement of the first 
secondary grade students in my study (stage 1). Later stages of this study revealed no 
significant correlations between these affective variables and achievement scores.
The internal correlations between EFL achievement scores and main themes revealed 
that motivational drive (consisting of desire, motivational intensity, and attitudes 
toward the learning situation) correlated negatively with EFL achievement scores at 
stage 1. While desire and motivational intensity showed a negative significant 
correlation with scores, attitudes toward the learning context did not reveal any kind 
of relationship with scores. As mentioned previously (section 4.2.3.1), motivational 
orientation, specifically integrative orientation was found to correlate significantly 
with EFL scores. From the present analysis, anxiety and bad learning experience were 
highly negatively correlated with achievement scores (r=-.206, and r=-.\l\ 
respectively). This means that when EFL achievement scores were high at stage 1, 
students’ anxiety and feeling of a bad learning experience were low. Still, the values 
(according to Cohen’s guidelines presented earlier in section 4.3.1) were small and the
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effect of EFL scores on anxiety and bad learning experience cannot be recognised at 
that stage (stage 1).
With reference to findings of correlations at stage 2, it was noted that there is a small 
significant positive relationship between bad learning experience (negatively worded 
theme), difficulty of the English course (it was a continuum from easy to difficult), 
and EFL scores. This result indicates that a bad learning experience and perceived 
difficulty of the English course showed positive effect on EFL achievement scores. 
Since results of interviews (see section 4.4.2.1) show an improvement in students' 
own perception of their EFL learning experience at stage 2, it is reasonable that a 
positive effect of the sample learning experience on their EFL scores was found. Put 
simply, their learning experience in learning EFL seems to be successful. 
Motivational drive as indicated by three constructs did not show any kind of 
relationship with achievement scores at this stage.
From Table 4.8, it can be seen that only interest in FLs correlated with EFL 
achievement scores at stage 3. This positive correlation indicates that the higher the 
interest in FLs is, the better the achievement scores become.
We can now sum up the questionnaire findings relating to hypothesis 6. First, findings 
did not show any support for the sixth hypothesis namely, 'the relationship between 
attitudinal and motivational measures, on the one hand, and EFL achievement scores, 
on the other hand, will remain constant over the three stages'. It is clear from the 
findings that the overall mean of attitudinal and motivational measures only correlates 
with achievement scores at stage 1. Second, some attitudinal and motivational
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measures (e.g. desire and bad learning experience) had both negative and positive 
relationships with achievement at different stages. Put simply, different measures 
were correlated significantly with achievement scores at each stage and, for this 
reason, tracking changes was not possible for these measures, except for bad learning 
experience. Bad learning experience showed a significant negative correlation with 
achievement at stage 1 and a positive one at stage 2, showing that the correlation was 
not constant between measures for affective variables and EFL achievement scores 
for this sample of secondary school students.
4.5.2 Students’ Interviews
Asking students about the relationship between their attitudes, motivational drive to 
learn EFL and achievement scores is intended to give more insight into the nature of 
this association from their point of view in addition to shedding light on the inherent 
quality of their attitudes and motivational drive. From the first round of interviews 
(conducted at stage 2), it was noted that more than half of the sample (all low 
achievers and 4 high achievers) expected no relationship between their attitudes, 
motivation and achievement scores. As they indicated, in spite of their desire to study 
English, their marks still did not improve whereas 5 high achievers out of 9 from both 
Science and Arts branches of study gave support to the claim that their high 
motivational drive has led to better performance. One student, FSH 1, made it clear 
that she gets high scores in the subjects she likes:
“I like to learn this language [...] when 1 like the subject, I get good marks
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[...]! got in English 68 out of 70.”
Similarly the results in the second round of interviews showed two perspectives with 
respect to students' self evaluation of the relationship between their attitudes and 
motivational drive and achievement scores: 9 students (7 high achievers and 2 low 
achievers) out of 18 argued that the association between these variables and EFL 
grades was strong (e.g., F AH 17). An unsatisfactory performance in the first semester 
Ministry exams made students attribute this to the difficulty of the exams, its 
regulations and environment, regardless of their desire and effort to study EFL. One 
high achiever, FSH 9, who had high motivation, was dissatisfied with her grade as she 
was expecting better; she complained about the Ministry exam which was “too 
complicated and old fashioned [...] the questions were not at the level of our level. 
They were really so silly”.
One of the views worthy of note relates to the curriculum and motivation. A high 
achiever student (MSH 14) distinguished between two types of motivation: the first to 
get high marks through studying a limited syllabus (instrumental orientation) and the 
second to learn and improve English proficiency (integrative orientation). In his view, 
the latter type of motivation is better for him, as broadening one’s knowledge makes 
one competent in English. However, the first type is more important in the Al- 
Tawjehi grade since all students, high and low achievers, seek to perform well in the 
Ministry exam (as respondent MSH 2 stated).
Since teachers' performance is one of the factors affecting students' attitudes, 
motivational drive and achievement scores, students were asked about the role of
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teachers of English in their success and failure in learning EFL at stage 3. Most 
respondents (16 students) gave support to the belief that teachers in FL learning 
contexts have à big role as the primary source of data for them and they are the main 
determinant of success. Two students (FAH 13 and FAL 15) stated that they liked 
EFL and understood it at this stage because of the teacher. It appears that if the 
teacher is appealing, in terms of personality and knowledge, students will be more 
motivated and show more concern for the subject. In a similar vein, respondent FAH 
17 focused on the support given by her female teacher to low achiever students; thus, 
their teacher wanted to improve her students' levels in English and in consequence, 
their scores in the Ministry exam in the Al-Tawjehi grade.
In contrast to the previous positive views, some other students focused on the negative 
role of teachers on their attitudes, motivational drive and performance at exams. 
While some of these students highlighted issues such as unqualified newly graduated 
teachers, bad teaching styles, and using Arabic a lot in the English lessons, others 
claimed that their current teachers were responsible for their failure at the first 
semester Ministry exams (e.g., MAE 6). Mainly for these reasons, some students 
engaged in private afternoon classes to improve their English in preparation for the 
Ministry exams. Results showed that 6 students frequently attended private tutoring 
lessons although another 5 stopped going to these classes in the second semester. The 
low achiever MAE 5 admitted his weaknesses in English and joined private classes to 
improve his command of the language. In contrast, the rest of the sample (7 students, 
who were mostly high achievers) claimed that they did not go at all during this 
academic year to private lessons.
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4.5.3 Teachers’ interviews
The teachers had different perspectives from each other with regard to the association 
between students’ attitudes, motivational drive and grades in English (findings of the 
first round of interviews stage 2). According to the female teacher, there is a large gap 
between attitudes, motivational drive and EFL grades. She elaborated by saying that 
good students (in terms of participation and motivation) in the English class do not 
achieve the expected marks in exams while others who seem to be not very active in 
class sometimes get better grades. Some students, she claimed, might get external 
help by referring to some ready answer books", for example. The two male teachers 
maintained that the more students study, the more they are motivated, and the higher 
the marks they get. In their view, this case is applicable to their Science students, who 
are better than Arts students even when they are relatively weak. Another issue that 
was emphasized is that students sometimes tend to memorise certain patterns and as a 
result they get good marks in the English subject, although they do not recognise their 
meanings.
In the second round of interviews at stage 3, the male and the female teachers asserted 
that in spite of the fact that some students study EFL for marks and others like the 
subject itself (i.e. they study it for knowledge), both groups of students are more 
concerned with marks at the final secondary cycle, compared to the previous 
educational cycles. Marks, as the male teacher argued, are the signs of students’ 
understanding of the subject. Normally, as the female teacher underlined, students
"  These books, which are sold in public libraries and shops, give students ready answers for tasks 
presented in'the different school subjects such as English. Normally, they are written by professional 
people in a specific subject for the different educational cycles and the books are widely used among 
students. In the case of English, texts and tasks in the syllabus are usually explained and translated into 
Arabic.
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performed better after getting their Ministry exam results as they wanted to refer to 
their good command in this subject. Her answers did not imply an association 
between attitudes, motivational drive and EFL achievement.
Besides views regarding the relationship between students' attitudes, motivational 
drive and EFL achievement score described above, teachers focused on the factors 
that have the greatest impact on their students' affective variables and achievement 
scores (stages 2 and 3). In fact, teachers think that their own EFL motivation and 
teaching methods greatly influence students’ affective variables and EFL scores. 
Examining the motivational attributes of the teachers in the present study it was found 
that these attributes are indeed affected by some factors. The female teacher, for 
example, observed that both good and weak students normally affect her motivation 
to teach. Students’ behaviour in class and students' weaknesses can also be a big 
demotivation for teachers, especially students who show no interest in the class and 
do not want to progress in learning (as MTl argued). Teachers referred to parental 
belief and students' effort and desire to learn EFL as factors affecting their own 
motivation to teach at stage 3. The female teacher claimed that parents transfer their 
negative beliefs to their children especially if they have had unsuccessful experiences 
with an older child but that they do not blame their child for failure because “it is the 
language not him”. Another significant factor influencing teachers' motivation was 
producing successful students at the Al-Tawjehi grade who are able to use English. As 
the female teacher maintained, this is one of the things that drives her motivation to 
teach in spite of her students' low level of motivation in that year (stage 3).
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Summary
Reviewing the main findings in this section, attitudes and motivational orientation and 
drive did not have much effect on EFL achievement over the two years of the 
secondary school cycle since results regarding correlation between the overall mean 
of attitudinal and motivational measures and achievement scores showed a negative 
correlation at stage 1 and no correlation at stages 2 and 3. From students' interviews, 
most of the low achievers, unlike high achievers, argued that their achievement scores 
were not affected by their positive attitudes and high motivation at the secondary 
stage and there was no change in their opinions regarding this issue in interviews 
conducted at stage 2 and stage 3. Students' interviews also showed that most 
interviewees were aware of the impact of their teachers' affective role on their 
performance in exams, especially the Ministry exam. Yet, teachers claimed poor 
teaching method was the reason behind some students’ enrolment in private evening 
classes. Teachers' points of view regarding the association between affective variables 
and achievement scores were similar to students' responses in that they believe that 
students' performance in exams do not always result from their attitudes and 
motivation since secondary school students' central aim is to get high marks in exams, 
especially in the Ministry exam. Lastly, although students’ behaviour in the class and 
their EFL level showed a negative influence on teachers’ motivation to teach for some 
teachers, this effect sometimes tends to be positive for others.
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4.6 Sex and Attitudinal and Motivational Measures
The next section deals with sex as a main variable in this study. Possible differences 
between sexes in attitudes and motivational orientations and drive to learn EFL, as 
well as possible differences between sexes in the rest of measures are investigated in 
an attempt to test the following hypotheses:
• H7: There will be no statistically significant differences in attitudes to 
learning English (EFL) between male and female students.
• H8: There will be no statistically signifîcant differences in 
motivational orientation and drive to learn English (EFL) between 
male and female students.
Before presenting the questionnaire findings for this section, it is important to 
mention that there are no relevant students' and teachers' interviews findings related to 
this section.
4.6.1 Questionnaire Findings
A paired t-test analysis was run in order to discover significant ;?-values and mean 
scores for sexes in the different attitudinal and motivational measures. The mean 
scores for the attitudinal and motivational measures used in the questionnaire were 
also compared over the three occasions according to sex to trace changes. Generally
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speaking, the results presented in Table 4.9 overleaf show a dramatic change for 
female students, rather than male students, mainly in their motivational orientation, 
drive and attitudes towards their teacher of English and towards English classes over 
the two consecutive years of the study.
Comparing findings at stage 1, the p-values (in bold) and mean scores reveal that 
male students have higher desire to learn EFL (M= 2.76) and showed higher 
evaluation of their ‘teachers’ inspiration’ at the English lesson as one of 7 point scale 
themes measuring attitudes toward English teachers (M=5.95), whereas female 
students significantly assessed their teachers’ rapport. It seems that not many 
differences emerge between the sexes in stage 1. Since data for this stage was 
collected at the beginning of a new academic year, it is possible to find that not many 
significant differences between male and female students can be spotted.
As for the results at stage 2, female students were found to have higher mean scores, 
compared to their male counterparts, on Arab identity, motivational intensity and 
some attributes of attitudes toward the learning situation. By contrast, the male 
sample did not have any significant results in this stage. As a kind of preparation for 
the Ministry exam, the female students put more effort into enhancing their command 
of English at the end of stage 2. Results tend to indicate an improvement in attitudes 
toward learning English, as learning EFL was no longer considered to be a threat to 
their identity. The mean score on Arab identity for female students was leaning 
toward the positive side (M=3.95) and this result confirms that students believed that 
learning English does not lead to a subtractive bilingualism. Also the findings at that 
stage showed the positive effect of the female teacher on her students.
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Similar to stage 2, no significant changes were observed for the male students at stage
3. Results did not show any high mean values for male students at the end of the 
second secondary stage (Al-Tawjehi class). By way of contrast, the female students’ 
findings displayed in Table 4.9 did reveal significant positive changes in motivational 
orientation (in particular integrative orientation) (M=4.03), effort and persistence to 
learn EFL (M=3.83), Arab identity (M=4.14), bad learning experience (M=3.25) and 
interest in FLs (M=4.26) along with different attributes of the teachers and English 
classes. For bad learning experience (the negatively worded theme), it seems that the 
female students' learning experience has positively changed. This is clear from the 
change of .means for bad learning experience over the whole period of the study, 
namely from M=2.90 to M=3.25. Notably, at stage 3, means found for some main 
themes such as motivational intensity (or effort) and Arab identity were higher than 
means for the same themes at stage 2. This shows positive progress for the female 
sample.
From this section, support was found for the seventh hypothesis, ‘there will be no 
statistically significant differences in attitudes to learning English (EFL) between 
male and female students’, as,no differences were found at any stage in attitudes 
toward EFL. The eighth hypothesis, which states ‘there will be no statistically 
significant differences in motivational orientation and drive to learn English (EFL) 
between male and female students’ was partially supported by the results from stages 
1, 2 and 3 since differences did not cover all aspects of motivational orientation and 
drive (the three components). Differences were only found in desire and motivational 
intensity at different stages of the study. For this reason, the hypothesis cannot be 
completely accepted or rejected.
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Summary
This section was intended to reveal any differences between sexes in their attitudinal 
and motivational measures. Results have shown that female students, compared to 
male students, had distinguished mean scores in their attitudes and motivational 
orientation and drive as well as in some of the other measures (e.g. motivational 
intensity, Arab identity and evaluations of teachers and classes), mainly at stages 2 
and 3.
4.7 Branch of Study and Attitudinal and Motivational Measures
The last section of this chapter draws attention to any differences between Science 
and Arts students regarding attitudes, motivational orientation and drive and all other 
measures. This might lead to rejection or confirmation of the following hypotheses:
• H9: There will be no statistically significant differences in attitudes to 
learning English (EFL) between students of Science and Arts.
• HIO: There will be no statistically significant differences in 
motivational orientation and drive to learn English (EFL) between 
students of Science and Arts.
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Similar to sections 4.3 and 4.6, no interviews’ findings are reported in this section 
since difference between branches of study with regard to various attitudinal and 
motivational aspects was not one of the issues raised in the interviews.
4.7.1 Questionnaire findings
The same analysis run for the previous section (sexes and attitudinal and motivational 
measures) was conducted here. Results displayed in Table 4.10 below exhibit a lot of 
changes in Seienee and Arts students’ attitudes and motivation over the three stages 
of this study.
While Science students have high mean seores on integrative motivation, parental 
encouragement and course difficulty at stage 1, for Arts students the means of desire, 
Arab identity, motivational drive, anxiety, bad learning experience and teachers’ 
evaluations, rapport and competence were high for Arts students. Results reveal that 
all teacher traits were highly and positively assessed by Arts students at the beginning 
of the first academic year of the study (stage 1). The results indicate that there was an 
evidence for the feeling of pride of one's own identity given that the mean scores for 
Arab identity was low for both Science (M=1.89) and Arts students (M=2.23). 
Although the mean score for students' learning experience was higher for Arts 
students (M=3.11), it was still neutral.
At stage 2, significant /^-values were extracted for branch of study. The mean scores 
for Science students are higher in instrumental and integrative motivational
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orientations (M=4.12; M=4.02), bad learning experience (M=3.32), anxiety (M=2.56) 
and interest in FLs (M=4.11) whereas the means for Arts were signifieantly higher in 
teachers' attributes of: ‘evaluative’ (M=5.70), ‘rapport’ (M=5.65) and ‘competence’ 
(M=5.68). By way of contrast, Science students' mean seores for interest in FLs at 
stage 2 differs from the mean scores at stage 1 with interest in FLs increasing at stage
2. As to anxiety and bad learning experience, Seienee students became more anxious 
although the feeling about their learning experience got better.
Similar to findings in the first 2 stages. Arts students in stage 3 were satisfied about 
their teacher’s personality and performance in the classroom since attitudes toward 
their teachers were highly assessed by Arts students. Moreover, Arab identity 
(M=4.06) and motivational intensity (M=3.92) show significant means for Arts 
students before the second semester Ministry exams. Students report no threat of 
learning English and acquiring another identity on their Arab identity at this stage. 
With respect to Science students' findings at this stage, high means on attitudes 
toward English, interest in FLs and bad learning experience for Seienee students were 
revealed. To be more specific, attitudes toward learning English (M=3.64) and 
interest in learning English (M=4.27) became better at stage 3, compared to stage 2. 
The mean score for bad learning experience at stage 3 is lower than the mean score at 
stage 2. However, there is no big significant difference in learning experience at these 
two stages.
Findings displayed earlier regarding different attitudinal and motivational measures 
for branches of study did show statistically significant support at stages 1 and 2 to the 
ninth hypothesis that “there will be no statistically significant differences in attitudes
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to learning English (EFL) between students of Science and Arts”. It means that the 
hypothesis was only confirmed at stages 1 and 2. In a similar way, the tenth 
hypothesis namely, “there will be no statistically significant differences in 
motivational orientation and drive to learn English (EFL) between students of Science 
and Arts” can be rejected at stage 1 and partially supported at stages 2 and 3.
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Summary
The last section has concerned possible difference between Science and Arts students 
with regard to their affective variables. Findings presented in Table 4.10 provide 
evidence of differences and change for branches of study. It seems that Arts students 
are more influenced by their teachers' character and performance than Science 
students. On this matter, Arts students' evaluation of their teachers improved over the 
three stages of the study. Also Arts students put more effort to study EFL at stage 1 
and at stage 3 (not at stage 2). For Science students, their integrative orientation and 
parental support showed an impact on them at stage 1 and not for Arts students (the 
effect of parental support will be addressed in the following chapter). Some other 
findings for Science students, compared to Arts students, were that high interest in 
FLs and positive attitudes toward learning EFL were observed at stage 3. ,
4.8 Summary of Results
This chapter has presented the main findings of the study which aims to provide 
insights into attitudes and motivations towards EFL in the Jordanian context, as well 
as tracing change in the chosen variables over the three points of data collection. The 
most important and significant findings are:
1. Only attitudes toward EFL, as one the components of attitudes toward learning 
EFL, became positive at stage 3 and students' desire for integration arose out 
of a general interest to know about English-speaking culture and life rather
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than a desire for complete assimilation with English-speaking societies. With 
regards to motivational drive, the overall mean was positive across the 2 years 
of study and students showed high motivational intensity and favourable 
attitudes toward the teacher of English and the English class.
2. Significantly, EFL achievement showed a positive relationship with 
integrative orientation at stage 1 rather than with instrumental orientation, the 
dominant motivation in the Jordanian context.
3. The overall mean of measures was found to correlate negatively with EFL 
achievement in stage 1 whereas results did not exhibit any association at 
stages 2 and 3.
4. Teachers of English and the Al-Tawjehi Ministry exam were the main factors 
that formed students’ attitudes and motivational drive and orientation in the 
chosen context. At stage 3 in Al-Tawjehi grade, both low and high achiever 
students became instrumentally motivated.
5. As for changes in attitudes, motivational orientations and drive (desire, effort 
and attitudes toward teachers and classes) and all other measures, most 
changes were found significant at stage 3 (so not at stages 1 and 2).
6. Differences were found between sexes in attitudinal and motivational 
measures. The results from the female sample were significantly higher in
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some attitudinal and motivational measures than those of male students at 
stages 2 and 3.
7. Findings of branches of study revealed some difference between Science and 
Arts students. Arts students focused on their teachers' different attributes over 
the three stages of this research, whereas results for Science students revealed 
that the mean scores for different measures were higher at stages 1, 2 and 3 
than those for Arts students such as motivational orientations at stage 1 and 2 
and interest in FLs, attitudes toward learning EFL and bad learning experience 
at stage 2 and 3.
In the next chapter, the findings of the questionnaire and the interviews of each stage 
are discussed and interpreted in the context of previous research as set out in the 
literature review.
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Chapter Five 
Discussion
5.1 Introduction
This chapter presents a discussion of the findings presented in Chapter 4. It is divided 
into ten main sections according to the research hypotheses. In each section, each 
hypothesis is discussed in detail taking into account the findings at stages 1, 2 and 3. 
Lastly, any changes in the findings are considered over the whole period of this 
research.
5.2 Hypothesis 1; Students’ Attitudes toward Learning EFL
The first hypothesis, which assumed that students' attitudes toward learning EFL 
would be positive in this chosen context of study, was not supported at any stage. 
Considering that attitudes toward learning EFL consist of attitudes toward the 
language itself and toward the English speakers, data showed that students' attitudes 
toward EFL were positive at stage 3 only and this does not give support to the 
hypothesis. Results also revealed that attitudes toward the English speakers were 
indefinite (neutral) at all three stages. This finding is in agreement with Nikolaou’s 
(1998) study in which the attitudes of Greek secondary school students were found to 
be ‘neutral’ toward Americans and British people. Thus, it appears that forming 
attitudes toward English speakers might not be significant in EFL contexts as L2 
speakers are not usually available in such a context of study (ef. Domyei, 1990; Al- 
Ansari, 2000). Since attitudes toward English-speaking peoples and eultures were 
neutral, this suggests that students are more adhering to their own Arab identity. The 
interviews' findings, with regard to attitudes toward English native speakers and the
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desire to integrate with English-speaking communities, explored in the study give 
some support to this suggestion. The majority of interviewees showed preference to 
integrate to the degree that it did not affect their own Arab norms and identity. It 
seems that Arab EFL learners have a dilemma between keeping their own identity and 
values and being part of the big English world community (Abuhamdia, 1984). This 
integration was only linked with their interest to know about English-speakers’ 
cultures and lifestyles, and to benefit from the technological development of English- 
speaking societies. In other words, they did not want to be completely westernised 
and follow the lifestyles of English native speakers as the cultural values of the 
American and British societies were considered 'to be alien' (Schmidt et al. [1996: 
13]). Residence in the target language community does not always lead to integration 
with the host society (Li, [2006], Coleman, [1995]; Lennon, [1993]). Also minorities 
frequently tend to maintain their own cultures even if they do acquire a new culture. 
Khanna et al (1998) found that Asian immigrant learners studying ESOL in the UK 
use their native languages at home, in the neighbourhood, with friends and for 
worship, rather than English.
In spite of previous views, regarding integration, some of the interviewees supported 
the idea of full integration with English-speaking societies represented in the 
American and British societies as they want to acquire the behaviours of the English- 
speaking peoples, and to move to their societies (integratively motivated). 
Interestingly, it was mostly female students who had positive attitudes toward 
integration with the English-speaking societies. It appears from some responses that 
they were impressed with Western life and freedom compared to their own 
community (see also Abu-Rabia, 1997). Usually, Jordanian society is described as
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conservative, since, as shown previously in Chapter 1, some socio-cultural norms and 
Islamic values control the mainstream of that society. In spite of this, in Jordan, some 
changes are taking place in this society today as a result of greater openness to the 
outside world. It is mostly teenagers who are influenced by these changes since they 
follow some aspects of Western cultures (e.g., fashion, social behaviours and 
technology). For example, it is common to hear some concepts as ‘boyfriends’ and 
‘girlfriends’, especially in the capital, Amman, although there are cultural restrictions 
on this kind of relationship. Although the present study does not support this claim 
directly, it might be an area for future research in Jordan, given that teenagers are 
normally more open to assimilation, compared to other age groups (Arnett, 2002). 
Attitudes and motivational research in the Jordanian eontext was based on studies 
mostly conducted in the 1980s and early 1990s. Thus, new research studies might 
reveal new aspeets in this area in 2008, taking into consideration the dynamic nature 
of attitudes and motivational constructs.
Referring back to attitudes toward learning English, which became positive at stage 3 
of the study, this finding does not concur with some previous research findings (e.g., 
Jordan [1941]; Gardner [1985]), in which a notable negative change in attitudes 
toward learning the target language was found. The finding of the present study gives 
also support to the ‘resultative hypothesis’ (Hermann, 1980), which assumes that 
attitudes become positive and develop as a result of good achievement scores. 
Similarly, in Spain, Munoz and Traganf s (2001) study found a positive correlation 
between attitudes at a later stage of their study and language achievement scores at the 
beginning of the year. These findings can be interpreted considering that attitudes are 
learnt and developed according to individuals’ experiences (Baker, 1992). The 
secondary level students of the present study seem to have no clue about their learning
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experiences at the beginning of the secondary educational cycle. For this reason, their 
attitudes toward EFL were ‘neutral’ at stages 1 and 2. However, as students 
transferred from the 1 grade (stages 1 and 2) to the 12^ grade (stage 3), a notable 
favourable change in attitudes toward EFL (although not necessary toward English- 
speakers) was revealed after finishing the first semester Ministry exams in the Al- 
Tawjehi grade. This finding seems to show that the outcomes of Ministry exams at the 
end of the first semester influenced students' attitudes at the end of the second 
semester (stage 3 of this research).
The in-depth interviews gave more insight into the inherent attitudes toward learning 
EFL showing to a certain extent support for the questionnaire findings. The majority 
of the interviewees expressed a preference for American and British English accents 
and there was no dramatic change in their overall preference for these English 
varieties (for both low and high achievers) over the whole period of study. As 
America and Britain are powerful countries with worldwide historical contact links 
their English aceents are more wide-spread and preferred, compared to other World 
‘Englishes’.
Preference for certain English varieties suggests that students’ attitudes toward EFL 
were to some extent positive considering the current status of English as a lingua 
franca rather than as a native language, mainly for high achiever students. Since high 
achievers work hard to get high marks and broaden their knowledge out of interest, 
their attitudes are expected to be more favourable than low achievers’ attitudes. It 
appears that learners in this context might exhibit different degrees of favourability on 
Allport’s (1935) favourability continuum of attitudes.
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Another indication of a positive change in attitudes toward EFL was found in the 
interviewees’ dissatisfaction with their current level of English and in their desire to 
reach higher levels. Responses revealed that they were mature enough to recognise 
their weak and strong skills in English and the causes thereof (classified as internal 
and external factors), especially in spoken communication. Motivated students usually 
use any opportunity to aceomplish their goals in learning a target language regardless 
of the context of the study. In Ma’an city, students’ attitudes appeared more 
favourable although the surrounding learning environment was discouraging, as 
reported in the interviews’ findings. The majority asserted that the opportunity to stay 
in another community (such as the capital) might improve their level of English and 
enhance their attitudes and motivational drive.
5.3 Hypothesis 2: Motivational Orientations toward learning EFL
This hypothesis proposed that students are equally instrumentally- and integratively - 
motivated toward learning EFL; the findings showed no evidence to support this at 
any stage of the study as the outcomes of data analysis showed the students were 
found to be instrumentally-motivated to learn EFL at all three stages (stages 1, 2 and 
3). However, there was also evidence of integrative orientations: one of the notable 
findings was the students’ interest in learning about English-speaking peoples' 
cultures and life styles. For both types of orientation, most of the reasons given have 
been recognised and identified in other studies (e.g. Gardner [1985], Domyei [1990]). 
In other words, this indicates that integrative motivations are also important for the 
stiidents in this study in at least some respects, although instmmental orientations still 
dominate. These findings confirmed the idea that in an EFL context, where there is no
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direct contact with English speakers, being instrumentally-motivated toward learning 
EFL is arguably more likely and preponderant than being integratively-motivated 
(e.g., Clement, et a l (1994); Domeyi, [1990]; Li [2006]). Although Li’s (2006) study, 
which was carried out in the UK among Chinese students learning English, also found 
evidence of instrumental orientations, this finding suggests that instrumental 
orientations can emerge in SL learning contexts, particularly in learning English as 
the world language.
The most important instrumental motivation found was that learning EFL makes 
individuals more knowledgeable. Taking into account that English has the 
technological terms that students need in their educational life, learning English 
becomes important. The interviews revealed that, instrumental motivations were, 
indeed, dominant, giving support to the questionnaire findings. Students discussed the 
value of learning English as an international language for their future careers and 
studies. English is the langiiage of the Internet, and the key to accessing a lot of 
knowledge published in English. Regardless of their proficiency in using English, the 
interviewees’ responses revealed a real desire to learn English and improve their level 
of proficiency. It was also revealed that parents reinforced the instrumental orientation 
in learning EFL in their children, and supported them to a great extent in a context, 
where there is a lack of foreign language learning facilities (e.g., language centres and 
well-stocked libraries).
At the secondary educational cycle, students' main instrumental motivation is to pass 
the Ministry’s English exam and this might provide support for the emergence of an 
instrumental orientation in this Jordanian educational context. From the interviews, 
the students’ integrative orientation in the 11/^  grade (for high achievers) changed to
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an instrumental orientation in the 12^*^ grade (for both low and high achievers). 
However, it is possible that students’ orientations might develop later from 
instrumental to integrative orientations in such a FL context, due, for example, to 
external extra learning activities (Kow, 2004). In her study, Kow noted a change after 
six months of her students' orientation as a result of engaging in different non- 
academic English learning activities. It appears students’ instrumental orientation (e.g. 
improving command of English to get high grades) became rather an integrative 
orientation (e.g. like English). Reviewing the interviews’ findings, high achievers, for 
example, showed a determination to reach high levels of proficiency in English 
similar to native speakers, and a real desire to integrate (even partially) with English- 
speaking communities (integrative orientation).
Interestingly, one of the reasons supporting an instrumental orientation to learn EFL 
revealed in the questionnaire (students’ comments) and interviews, was ‘to protect 
themselves from enemies’. Learning EFL was important for some interviewees 
because it is the language of the ‘enemy’, taking into account their religious 
perspective, regarding this issue. For them, learning English enables them to 
understand the mentality of English-speaking peoples and to protect themselves from 
any possible danger. A possible explanation for having such an orientation in learning 
EFL in the Jordanian context is that the current political events in the region, such as 
the Iraq war, have some impact on these students. This assumption is also made in a 
Hungarian study, Domyei et al. (2006), where it is assumed that the decrease in 
scores on favourable attitudes toward English language speakers over time (1993- 
2004), significantly towards US English speakers in 2004 (the last stage of the study), 
could be attributed to the war in Iraq.
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With regard to integrative orientation, exploring the questionnaire findings in the two- 
year stage of the study, most respondents strongly agreed with the statement that 
‘studying English is important because it will enable me to better understand English- 
speaking people’s life and culture.’ Still, from the components of the integrative 
orientation revealed from the questionnaire and interviews, it clearly appears that the 
integrative motivation found in this study was not the one defined in Gardner and 
Lambert's (1972) studies. It was rather similar to the interpretation identified in 
Domyei’s (1990) Hungarian study, in which the integrative motivation is said to be a 
general interest to know about the other language speakers’ culture and pattern of life, 
and a desire to enrich their knowledge in order to undergo new challenges and evade 
provincialism. In the case of English, this kind of orientation emerges with 
globalisation (Lamb 2004). The sample in the present study accepted the idea of 
“membership” in the global English-speaking community, as English is, at the present 
time, the most prestigious language, and the first means of communication and 
knowledge transmission.
5.4 Hypothesis 3: Motivational Orientations and EFL Achievement Scores
The third hypothesis, which assumed that no correlation would be found between 
motivational orientations and achievement scores was supported only at stages 2 and
3. In other words, neither integrative nor instrumental orientation correlated with EFL 
achievement scores in stages 2 and 3. Such a result contradicted most research 
findings that showed a correlation between orientations and language success in FL 
learning contexts (e.g., Lukmani, 1972) and SL learning contexts (e.g., Gardner, Day 
and MacIntyre, 1992)
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The findings at stage 1 partially rejected this hypothesis since an integrative 
orientation rather than an instrumental orientation correlated with English high 
achievement scores at the beginning of year 2004, although, as shown in the previous 
section, an instrumental orientation prevailed over an integrative orientation in this 
study the overall mean for each motivational orientation was considered. As 
previously noted in the literature review (Chapter 2), many research studies have 
found that an integrative orientation is a good predictor of L2 proficiency (e.g., 
Gliksman et al. 1982). It can be recalled that Gliksman and his colleagues 
investigated the reason for the apparent superiority of an integrative orientation as an 
efficient predictor of L2 proficiency in three samples of students (9^ *, 10^  ^ and ll**’ 
grades; ages 14-17years) in Ontario. Only students who were in the 10^  ^grade showed 
greater class participation (i.e., giving both correct and incorrect answers). Students 
who were integratively-motivated showed more motivational intensity to learn L2; 
thus, this might lead students to reach to high L2 proficiency level, compared to those 
with instrumental motivations, which are associated with intermediate language 
proficiency (Domyei, 1990).
A possible explanation, elicited from the students’ interviews, for a positive 
correlation between integrative orientation and achievement scores in the present 
study is that students at the beginning of a new academic year had more free time to 
spend on extra English leaming activities compared to later in the academic year, so 
they had more time to spend on non-academic activities, like watching films and 
listening to English songs. It seems that students' intrinsic motivation (Deci and Ryan, 
1991) stimulated them to improve their English proficiency levels. Taking into 
consideration the fact that the Al-Tawjehi grade (12^  ^ grade) is a crucial stage in
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Jordan, students work hard and already start to prepare for the Ministry exam in the 
11^  ^grade, particularly in the second semester.
5.5 Hypothesis 4: Students’ EFL Motivational Drive
The fourth hypothesis proposed that students are positively motivated to learn EFL 
and this was supported at all three stages of the research. The overall finding showed 
that motivational drive, consisting of desire, effort (or motivational intensity) and 
attitudes toward the leaming situation, was found to be positive. The mean value for 
effort and attitudes toward the leaming situation were leaning toward the positive 
stance. Comparing the overall mean of effort and attitudes toward leaming English 
with that of students’ desire to leam English, the desire component was ‘neutral’; this 
implies that English was leamt for pragmatic benefits (specifically to pass the critical 
secondary stage successfully). Having high motivation was supported by teachers’ 
evaluations of each student’s motivational drive in their class at stages 2 and 3 
(interviews findings). Another main finding is that all the other facets investigated in 
this study, such as parental encouragement, Arab identity and confidence, were 
positive, although some facets were found to have a neutral mean score at the three 
stages, such as anxiety and attitudes toward English native speakers. Put simply, some 
of these motivational facets impacted on students’ progress in leaming English in the 
secondary educational cycle.
The main motivational drive factors that influenced students' progress in leaming EFL 
over the whole period of the study were parental encouragement, motivational 
orientations, self-confidence, interest in FLs and attitudes toward teachers of English 
and classroom since they scored highly and positively, compared to other variables.
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Similar to Clement’s et al. (1994) study in the Hungarian context, the present study 
found evidence of ‘linguistic self-confidence’ and ‘appraisals of the classroom 
environment’ identified in their study as the determinants of the L2 motivational 
construct in a FL context.
Both the questionnaire and interviews indicated that students were receiving a lot of 
support from their families in leaming EFL in the Ma’an context regardless of the 
lack of available support from the surrounding environment. This finding indicated 
that parental support resulted from their positive attitudes toward leaming English. 
The parental support issue reminds us of Gardner’s (1968) two parents’ roles: active 
and passive. The active role of parents in forming and sustaining their children’s 
positive attitudes and high motivation in leaming L2 was confirmed in past research 
(e.g., Donitsa-Schmidt et al 2004). In their study, Donitsa-Schmidt et a l revealed 
that Israeli children’s progress in leaming was influenced greatly by their parents’ 
attitudes toward Arabic and Arab culture. In the present study, specifically from the 
students’ interviews, it appears that parents played a significant role in encouraging 
"different recreational and leaming activities that can support the development of 
specific skills and interests" (Meece et a l, 2006: 361). The interviews with female 
students, for example, showed how their fathers shaped their positive attitudes toward 
leaming English in this Jordanian context. Normally, it is expected that parents, who 
are highly educated, supervise the progress of their children; when parents have a high 
educational level, their horizons tend to be broad, and their attitudes tend to be more 
positive toward EFL (Mukattash, 1978). Although the parents’ educational 
backgrounds were not directly examined, investigating this variable opens an area for 
further research.
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Students’ evaluations of teachers of English and classes at the three stages - which 
revealed their satisfaction with their teaching methods, teacher’s qualifications, and 
English classes - was the another main motivational drive construct that played a 
considerable role in shaping the students' English leaming experiences at this point in 
their education. Following Ushioda (1997), the way individuals’ perceive their 
leaming experiences has a direct impact on their motivational drive. Positive 
assessment of teachers and the English lesson was elicited from both the questionnaire 
and the interviews, indicating a successful EFL leaming experience for most of the 
respondents. In the preparatory stage (11^  ^grade) for the Ministry exam, both teachers 
and students have to deliver a special kind of performance. Basically, teachers, at this 
stage, aim to deliver clearer and more understandable input, and to train students for 
the Ministry exam by focusing on the skills tested in this exam (see Chapter 3). 
Presumably, teachers need to show an outstanding effort to instruct students for the 
exams, since they are blamed for their students' failure in the exam, taking into 
account their authoritative (rather than supportive) role in the Jordanian context on 
their students’ attitudes toward studying English (Kaylani, 1996).
Another important issue raised from the interviews was the poor foundation at the 
primary stage. Since it was raised many times, it will be briefly discussed here. The 
sample population in this study attributed their negative attitudes toward leaming EFL, 
low motivational drive and unsuccessful leaming experiences to the bad teaching 
performances at the primary educational cycle. Most of the Jordanian primary 
education cycle teachers of English are not proficient in basic English skills 
(Mukattash, 1978), given that, in some schools, unspecialized teachers are sometimes
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appointed to teach English, especially in this cycle (Shakshir, 1996).^^ The previous 
claim might be one of the explanations for the general weaknesses evinced in 
students’ command of English. However, the sample in this study appeared to be 
relaxed, particularly low achievers, in this secondary educational cycle as their 
teachers were qualified and made a good effort in teaching and stimulating them to 
leam English. As Ralph (1989: 137) argued, regardless of the students’ previous L2 
achievements, active teachers usually change students’ negative attitudes toward L2 
leaming, the L2 community or the L2 leaming classroom since they create for their 
students “a psychological environment which seeks to meet their affiliations or 
belonging needs”. Usually, a sound teaching environment helps in developing the 
cognitive and affective aspects of leamers through the interaction between teacher and 
leamer (Borich, 1988).
Other factors affecting students’ leaming experiences, according to the interviews’ 
findings, were divided into intemal and extemal causes. The intemal, positive factors, 
such as students’ own interest and effort in learning, were mainly stated by the high 
achievers, and the intemal causes are similar to the primary motivation defined by 
Nation (1975). The external factors relate to causes, such as parental support, teacher's 
methodology, private tutoring, and success in exams.
At the end of this section, other findings relating to the correlation between the overall 
mean of all measures, on the one hand, and the attitudinal and motivational facets 
examined in the study, on the other hand, are also presented. These correlations might 
give some support to the findings presented previously in this section. Only, the main 
interesting correlations are highlighted here.
Shakshir was here referring to the educational situation in Palestine which is similar to the Jordanian 
context in many aspects.
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At stage 1, attitudes toward English-speakers, confidence, both motivational 
orientations (instrumental and integrative) and attitudes toward teachers and the 
English class (e.g. all attitudes attributes showed high correlation values over 6) were 
found to be the main determinants of the overall mean presented and influenced the 
overall mean of all measures positively. Attitudes toward leaming English, integrative 
orientation and attitudes toward teachers and the English class were the determinants 
of the overall mean of attitudinal and motivational indices at stage 2 (end of the 11^  ^
grade). In other words, students’ overall mean of motivational drive measures mainly 
depends on these three facets. Notably, the overall mean was correlated with all facets 
presented in Table 4.5 (Chapter 4), although the correlations between them were not 
highly significant as with attitudes toward learning English, integrative orientation 
and attitudes toward teachers and the English class. At the last stage of the study 
(stage 3), three main factors: desire to leam English, attitudes toward leaming English 
and attitudes toward teachers and the English class were the more influential factors 
on the overall mean of motivational drive.
From the revealed correlations between the overall mean and all facets, it appears that 
attitudes toward teachers and the English class were highly correlated with the overall 
mean of motivational drive in all stages - confirming the previous outcome of the 
significant role of teachers in shaping students' motivational drive over the two years 
of the secondary educational cycle.
Analysing the interviews, students reported that there was a complete change in their 
attitudes and motivational drive and orientations toward EFL in the secondary 
educational cycle compared to the primary educational cycle. Simply put, students' 
interests, aspirations and responsibilities are expected to be different in this transition
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and determinative stage, and the interview findings were consistent with this 
expectation. Responses to change were varied and unstable. Some respondents 
pointed out that motivational drive was high at the beginning of the secondary 
educational cycle, and then became lower in the other stages (stages 2 and 3) or vice- 
versa. Normally, most students are highly motivated and enthusiastic at the beginning 
of the new academic year following their summer break. Most of our respondents 
noted that their motivational drive gradually increased during the year. All of them 
suggested that the more knowledge they acquired, the higher their motivational drive 
in leaming EFL. This knowledge gave them the confidence that they could achieve 
more on the basis of wider knowledge. This can be discussed in relation to the gain- 
loss theory (Aronson, 1992), which states that individuals are more affected by an 
increase in positive rewarding behaviours, compared to constant reward; they are 
similarly more affected by an increased loss of rewarding behaviour rather than by a 
constant loss. This claim becomes operative, if there is a clear, gradual change in 
attitudes (and behaviour). The sample of students in the present study experienced an 
increase in their motivational drive and positive behaviour toward leaming EFL as a 
result of an increase in their acquired knowledge; consequently, they noticed an 
improvement in their achievement grades.
5.6 Hypothesis 5: Change in Attitudinal and Motivational Measures
As reported in Chapter 4, the findings rejected the hypothesis which assumed no 
change in the attitudinal and motivational measures over the three stages of the study. 
The questionnaire data revealed that there was a positive improvement in most of the 
attitudinal and motivational measures, although a decrease in means was also found
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for some measures (e.g. anxiety). The interesting finding is that the increase in means 
for some of the measures was sharp, whereas, for most of them, the change showed a 
slight improvement.
Starting with the facets that showed a remarkable positive change, it was noted that 
the Arab identity and learning EFL facet showed a notable positive change from a 
completely negative value (at stage 1; M= 2.07) to a positive value (stage 3; M= 
3.94). Such a finding is expected, considering that students showed high and positive 
motivational drive; in other words, students did not express any kind of threat in 
leaming EFL. Students in this educational cycle were less worried about Lambert’s 
(1980) notion of ‘subtractive bilingualism’ previously presented in the literature 
review, considering that individuals usually acquire the target language culture in 
addition to the language itself in the process of leaming a new language (Brown, 
1987). The finding in this study was in agreement with Zughoul and Taminian’s 
(1984) study in the Jordanian context among university students. In their study, they 
found that half of their sample population considered English as a real threat to Arab 
unity and identity. On the contrary, learning English was of great value to this sample 
of students, given that they were highly instmmentally- and integratively- motivated. 
This notable change in the Arab identity facet indicates that students were optimistic, 
as they approached the end of the school education stage. Usually, students might 
start to think seriously about their professional futures. Taking into their account that 
leaming English - the prestigious language in a FL leaming context - provides 
individuals with opportunities to get good jobs and reach high social status. It seems 
that students cannot isolate themselves from the large English-speaking world.
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The findings indicated that motivational drive, mainly desire and motivational 
intensity, was higher at stage 3 (compared to stage 1), contradicting Gardner et al.'s 
(2004) study. Gardner and his colleagues found a decline in favourable attitudes, 
motivational drive, and anxiety over time among a sample of university students. One 
of the reasons for this decline was attributed to the students’ comfort with their high 
grades.
Concerning attitudes toward teachers and the English class (e.g. stage 3; M=6.02 for 
rapport of teacher), motivational orientations (stage 3; M=4.16 for instrumental 
orientation) (stage 3; M=3.96 for integrative orientation) and bad leaming experience 
(stage 3; M=3.15), a slight improvement was found at stage 3 (end of the 12^*^ grade). 
However, the mean values for these items were high. The interviews supported these 
findings since most changes in attitudes and motivational drive, as students’ 
interviews revealed, occurred at the 12^ '^  grade (before or after attending the first 
semester Ministry exams).
Interestingly, results showed that motivational drive in leaming English at the 12*^  
grade decreased for high achievers as other school subjects were prioritized and their 
orientation became more instrumental. It seems high marks determine students’ 
university study and future career and there is normally strong competition between 
high achievers to get high scores in different subjects. Achieving high grades was 
their main orientation at this stage as revealed previously from the questionnaire 
findings. The groups of students who were more highly motivated in the 11^  ^ grade 
than the 12**^ grade highlighted the issue of time management. Students (especially 
high achievers) claimed that they spent more time doing extra activities in the first 
secondary grade to improve their English proficiency by reading English stories and
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joining summer language classes, for example. They were also integratively 
motivated at that stage since results of the questionnaire also showed that integrative 
orientation was high at stage 3. Motivated students have long term goals and develop 
their knowledge by using different approaches. In this respect, for example, a 
motivated female student stated that she plans to enrol in an English course after she 
finishes the secondary exams in order to improve her English. Some students also 
intend to study English as a university major. As Domyei (1998) reported, motivation 
has an impact on other L2 leaming factors; our previous finding showed a link 
between being motivated to leam English and a desire to continue language study at 
university.
For low achievers, motivation was positive for those who passed the first semester 
Ministry exam. It seems that there was a notable change since this successful leaming 
experience contributed in motivating them, whereas the students who had failed this 
exam attributed their failure to the difficulty of the Ministry exam (extemal factors). 
As expected, L2 achievement and learning experiences (in this context the Ministry 
exam results) play some role in the changes of the motivational experience for 
leamers over time (Ushioda, 2001). As a matter of fact, it appears that this experience 
might stimulate students to achieve better results or might demotivate them (their 
desire and interest in the language become less). Results of the interviews also gave 
another support to the questionnaire findings with regard to bad leaming experience 
theme (negatively worded) since there was an improvement in mean scores for this 
theme as a result of successful learning experience.
2 0 0
Discussion
Teachers' perspective on change of their students' attitudes and motivation showed 
that they were aware of their responsibility to their students' success, particularly at 
the Ministry exam. The female teacher maintained that her female students, for 
instance, were much better at the end of the year than at the beginning due to their 
familiarity with the leaming atmosphere. Students have to cope with the new changes 
in this educational cycle (e.g. teachers’ performance, parental encouragement, setting 
plans for future study and receiving new higher level of knowledge). As many 
students indicated, their teacher’s character and methods were better in comparison 
with those in the previous educational cycle and students were forced to work harder 
given that they were receiving a lot of input.
5.7 Hypothesis 6: Change in Correlations between Attitudinal and Motivational 
Measures and Achievement Scores
The sixth hypothesis proposed that there is no change in the correlation between the 
attitudinal and motivational measures (the overall mean) and EFL achievement. From 
data analysis, it was found that this hypothesis was partially supported at stages 2 and 
3. There was no significant correlation between the overall mean of all measures and 
achievement at stages 2 and 3. Remarkably, there was a negative correlation between 
measures used and achievement scores at stage 1 suggesting that affective variables 
do not have any effect on students’ scores. Although there have been many studies 
(e.g., Gardner et al. 1997) which support the claim of a strong correlation between 
attitudes, motivational drive and language proficiency, other studies, as we have seen,
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have found evidence of negative or non-significant correlations between those 
mentioned (e.g., Chihara and Oiler, 1976; Al-Ansari, 2000). It seems that good EFL 
scores do not necessarily relate to positive attitudes and high motivational drive. 
Motivational drive and attitudes toward learning EFL did not show any kind of 
correlation with achievement scores either. From the intemal correlations between 
different motivational facets of the study with EFL achievement scores, it was found 
that desire and motivational intensity correlated negatively with achievement at stage 
1 indicating that motivational drive does not contribute in success for this sample of 
students.
In contrast, the overall mean of variables did not have any relationship, either 
negative or positive, with English achievement scores at stages 2 and 3. These 
findings are similar to the observation made by Kuhlemeier et al (1996), who found 
that attitudes toward German have no influence on the students’ achievements at the 
end of the year. In the present study, students’ effort and willingness to attain specific 
goals in leaming English, and their attitudes toward the leaming situation, were not 
the critical factors affecting English scores at this secondary cycle. At this educational 
cycle, the students' main goal is to get high marks at the secondary exam. This gives 
an explanation for the findings of a positive correspondence between achievements 
and bad leaming experiences (negatively worded item) at stage 2. When achievement 
scores become satisfactory, students’ leaming experience showed some improvement; 
consequently, this might also stimulate them to avoid failure in language leaming. 
Since the Ministry exam in the Jordanian context decides students' academic and 
professional futures, students usually have a bad impression about the Ministry exam, 
as stated before, on other hand, achievement scores had a positive association with
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interest in FLs. It appears that the students' exam results had positive effects on their 
interest in leaming other languages at stage 3. Having experienced already the first 
semester of Ministry exams, data collected in stage 3 shed more light on individuals’ 
personal experiences in this exam.
The interviews did not give much support to the questionnaire findings with regards 
to the association between attitudes and motivational drive, on the one hand, and 
achievement scores, on the other hand. However, these interviews identified the 
factors that affected such a correlation. Those students who possessed intemal 
motivational drive asserted that their attitudes and motivational drive has led to their 
success, particularly at the Ministry exam in the 11^  ^and 12^*^ grades. Having finished 
the 11^*^ grade, students noticed an increase in their motivational drive as kind of 
preparation for the next stage. Students might be more confident of their ability to 
pass English, taking into consideration the sense of their own responsibility to pass 
this stage successfully. This, in turn, enhanced their attitudes and increased their 
motivational drive to learn EFL.
Bearing in mind that the interviews at stage 3 were carried out in the second semester 
of the Al-Tawjehi grade after the first term Ministry exams, half of the interviewees 
believed that there was strong relationship between their motivational drive and their 
English achievement scores. It seems that grades motivate students to do well in other 
exams, and to increase their effort to achieve better grades next time, especially in the 
Ministry exam. It seems that L2 learning motivational drive is sometimes a result, 
rather than a cause, of good achievement as in Strong's (1984) study. Particularly, 
having seen their exam results at the end of the first semester, students’ reactions were
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varied. Successful students were seeking to obtain even better marks. Even 
unsuccessful results stimulated some of them to work harder in order to pass in the 
second semester. In contrast, the results of others made them disappointed about their 
current level. Put simply, for secondary school students in Jordan, it appears clearly 
that failure either works as a motivator for better achievements in language leaming 
or as a source of frustration at not being able to reach a satisfactory level. Regarding 
the former possibility, "a failure could give an influence for avoiding future failures" 
(Sindik, 2002: 785). As Sindik clarifies, understanding the causes of failure and 
making an effort to reach good results, are ways to avoid more, future failures.
In contrast to the previous views, the rest of the interviewees indicated that there was 
no association between their motivational drive and achievement scores. Similarly, 
teachers' interviews supported this claim. It seems that they do not find a link between 
students’ participation in the classroom and their exam results. As pointed out, some 
unmotivated students (even high achievers) tend to memorise certain pattems for 
exams and get high marks as a result. It seems that students were leaming English as 
a compulsory school subject, as reported, and students strive to attain good marks in 
this subject to add to their total grade. According to Nation (1975), secondary 
motivation (extemal motivation) consists of reasons, such as satisfying the teacher 
and parents, and passing exams. This type of motivation ends when the effect of the 
extemal factor disappears and students of this kind of motivation have short-term 
goals in leaming EFL at this particular educational cycle. Some respondents, mainly 
low achievers, believed that their high motivational drive does not have any link with 
their achievement scores, especially in the first semester Ministry exams and that
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extemal reasons (e.g. difficulty of the Ministry exam) influenced their achievement 
scores. The responses appear to reflect individuals' leaming experiences.
One of the interesting issues raised from the teachers' interviews is that their 
motivational drive which is affected by some factors has a direct impact on their 
students' motivational drive to leam EFL and achievement scores in this context. As 
Lens and Decmyenaere (1991) argued that having highly motivated teachers is likely 
to increase students' own motivation. It was found that teachers' sense of 
responsibility and their students’ command of English have effects on their teachers' 
motivational drive and teaching approach in this study. In this respect, Brandt and 
Hayden (1974) found evidence for the effect of leamers’ performances on their 
teachers’ attitudes in their study, although students' performances are influenced by 
their motivational levels as well. In the present study, teachers believed that Science 
students sought more knowledge; this then makes teachers ready for students’ 
inquiries. In contrast, Arts students were rather concerned about their weaknesses in 
English and they were aspiring to receive some help from their teachers. In this 
respect, it appears that attempts to cover up students' behaviour push teachers to 
improve their own proficiency and methods. Student interviewees found that teachers 
play a significant role in their motivational drive, desire to leam English and 
achievement in this context. For example, teachers' performance determined whether 
students had to enrol in evening classes or not in this context.
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5.8 Hypotheses 7 & 8: Sex and Attitudinal and Motivational Measures
The seventh hypothesis proposed that no differences in attitudes were expected 
between . male and female students and the eighth hypothesis assumed that no 
differences in motivational orientation and drive were also expected between sexes. 
Findings showed support for the seventh hypothesis given that no significant 
differences between attitudes toward English language and toward English speakers 
were found. With regards to the eighth hypothesis, it was partially supported since 
differences were only found in motivational drive at stages 1, 2 and 3 between male 
and female students rather than in motivational orientation. At stage 1, desire was 
found to be significant for the male sample and at stages 2 and 3 motivational 
intensity was highly evaluated by the female students. There were also differences in 
the evaluation of teachers and English course. The second part of the 8^*^ hypothesis 
was supported only at stages 1 and 2 since integrative motivation was found to be 
important for female students at stage 3.
As reported in Chapter 4, findings for the male and female students showed some 
inter-group differences. Male students showed an inclination to know and leam 
English at the beginning of the secondary cycle. This result suggests that male 
students had the inducement to continue leaming English after school (maybe as a 
university major). They recognised the advantages of leaming English for their future 
study and career. Taking account of the socio-cultural norms and religious beliefs of 
male individuals' responsibility toward their female family members, it is natural to 
find that male students have more desire to learn English at this stage in the Jordanian 
context as they aspire to get good jobs (Kaylani, 1996:87)
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In the Jordanian context, children are brought up in such a way that they become 
aware of their future responsibilities. Parents usually create ‘sex-differentiated values' 
between their children (Schwedes, 2008) since, from childhood, male children are 
encouraged to behave and think like men. In addition, regardless of children’s talents 
and performances, parents do not usually accept change in their beliefs about gender 
behaviours and expectations (Schwedes, 2008). This explains parental beliefs about 
the importance of male children’s education, regardless of their achievements in 
Jordan. Males are responsible for their families.
Regarding the type of leaming orientation, our finding was similar to the result found 
in Coleman’s study (1995), in which male students leamed French for reasons related 
to ‘education’, ‘respect’ and ‘family ties’, in comparison to travelling, meeting other 
people and understanding other peoples’ lives -  which were the main reasons for 
leaming French, according to female students. This integrative orientation toward 
leaming English on the part of female students does not necessarily mean a complete 
desire to live in the English-speaking communities. Nowadays, people can travel 
easily to other countries for study, work or visits. For example, individuals seek to get 
degrees from western countries (particularly English-speaking countries) because it is 
well known that degrees awarded from these countries are accredited in most of the 
world. Consequently, it is easier for them to get jobs with higher salaries in English- 
speaking countries. Put differently, travel is one of the reasons behind an integrative 
orientation for leaming English, although it might imply an instrumental orientation 
as well. Other research has shown that the classification of integrative and 
instmmental orientations, as we have seen, might differ according to the context of
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study (especially in FL contexts) (see Clement, et al. 1994; Clement & Kruidenier, 
1983).
Highlighting the findings for female students in stage 1, English-speaking people 
were described as 'kind', ‘friendly’, 'sociable' and 'warm-hearted': the female subjects 
showed more positive attitudes toward English speakers than the male subjects. This 
reinforces the previously mentioned assumption of females’ interest in the life of 
English-speaking people. A possible explanation can be found in gender-based 
research, regarding male and female differences in learning contexts. Research 
reviewed in Parsons et al. (1984) and Meece et al. (2006) showed evidence that 
Science fields, such as Mathematics and Physics, attract more male students, whereas 
languages and arts are considered as female domains. At the beginning of the 
academic year in stage 1, the female students in my study focused on teachers’ 
sympathetic understanding and capacity for rapport in the evaluation of their teacher 
of English, while male students paid more attention to their teacher's inspiration and 
their intellectual abilities in the classroom. Having a mutual understanding between 
teachers and students is essential for good communication and a healthy leaming 
atmosphere. Female students were more concerned with their teachers' personal and 
human characteristics; they might think that these characteristics help them to work 
with their new teachers in this new educational cycle. As expected, there were no 
significant differences between male and female students, regarding their attitudes 
toward their English class at the beginning of the new academic year, seeing as 
students had not yet been involved in formal English classes.
Findings at the end of the second semester (stage 2) showed a gradual change in 
responses according to gender. Females made more effort to study English and did not
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feel any kind of identity threat in leaming EFL. This result might be ascribed to the 
character of the teachers of English, which was significantly positively evaluated as 
was the English class. This supports Spolsky’s (1989) claim that attitudes toward 
teacher and language have a great influence on leaming motivation. Female students 
up to this time (the current stage of study) think that their teacher of English is good, 
in terms of rapport (similar to stage 1). Normally, students like the course they study 
when they have an efficient instmctor. From the results reported here, female students 
were more worried about low achievement and bad marks; this explains their greater 
effort in leaming English compared to male students in the same stage. Their
I
integrative motivation to leam English was characterised by an interest in and 
inquisitiveness to know about English-speaking peoples' lifestyles and cultures. 
Again, English speakers were assessed as being sociable and warm-hearted. 
According to the findings of male subjects, which were the same as findings in stage 
1, they revealed a desire to visit English-speaking countries and to have an English 
major as a university degree.
At stage 3, there was not much change in the findings for females, who were working 
hard, had an interest in learning other languages and showed 'additive bilingualism' in 
leaming EFL (Lambert, 1981). Relating this finding to the expectancy theory which 
assumes that individuals' achievement behaviour (e.g., effort and persistence) is 
affected by their expectations for success and the value of the task (reviewed in 
Anderman and Midgley, 1997), female students were aspiring to finish their final 
secondary year successfully and recognised the incentives in the form of possible 
success. It is not surprising to find that female students aimed to achieve better results 
in this stage than before: Shakshir (1996) also found evidence in her study of better 
achievements and attitudes toward English for female students rather than male
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students in the secondary stage in Nablus (in Palestine). Comparing the results 
according to sexes, Shakshir commented that female students, who, she claimed, have 
a different character from male students, are usually more serious, dedicate more time 
to studying in order to succeed, and take into account the value of leaming a language 
for jobs and prestige (especially with leaming English). In our study, female students, 
like male students, also nowadays aspire to prove their ability in achieving the best, to 
get a good job, and to challenge their society where girls have traditionally been 
directed to think about their future social role strictly as wives and mothers.
From the analysis, female students in the present study were also significantly 
satisfied with their English teachers' characters and performances. Although they had 
a new teacher, who was not the one who had taught them in the previous grade, they 
were happy about having such a teacher. This result gives support to the opinion that 
teachers’ performance at the secondary educational cycle is much better than in 
previous stages. Probably, this happens as they were nearly approaching the end of 
the stage.
5.9 Hypotheses 9 & 10: Branch of Study and Attitudinal and Motivational 
Measures
With regards to the ninth hypothesis which proposed no differences in attitudes 
between Science and Arts students, it was supported only at stages 1 and 2. Due to 
high mean scores for attitudes toward EFL found for Science students at stage 3, the 
hypothesis can be partially refuted at this stage. In fact, attitudes toward EFL were 
found to be different in favour of Science students at stage 3 rather than attitudes 
toward English-speakers at any stage. The tenth hypothesis which assumed that
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differences in motivational orientation and drive will not be found between Science 
and Arts students was rejected only at stage 1. To put this more simply, it was not 
supported at stage 1 as a result of differences in desire, motivational intensity and 
attitudes toward teachers of English. However, at stages 2 and 3, the hypothesis was 
partially supported. For instance. Arts students’ attitudes toward their teachers were 
found to be significantly different from those of Science students at stages 2 and 3 and 
differences in motivational orientation were found at stages 1 and 2, not at stage 3, in 
which Science students showed integrative and instrumental orientations.
The results obtained from branch of study were varied at the three periods of the 
research. At stage 1 revealed that Science students, who were integratively motivated, 
received a lot of parental support at the beginning of the academic year. It has been 
shown in many studies (reviewed in Meece et al. 2006) that children's beliefs about 
their own aptitudes are affected by their parents’ beliefs about their children's abilities. 
For Science students, English was a tool to converse and communicate with other 
people (especially English speakers), to travel, and to be knowledgeable. Apparently, 
students were thinking about their professional futures as well as and their interest in 
English-speaking communities and peoples. It appears that Science students had 
positive attitudes toward English and high motivational drive at the beginning of the 
academic year, given that they were interested in leaming foreign languages. From 
their responses, English as a subject is perceived as easy, compared to their other 
‘scientific school subjects’. As it is believed that most of the Science students are high 
achiever students (based on the teachers’ interviews), they may have received more 
parental support in the learning process generally and in learning English specifically.
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This claim is in accordance with Shakshir’s (1996) study, in which she found the 
mean of English achievement scores was higher for Science than for Arts students.
In contrast. Arts students were more anxious about English leaming, and they made 
an extra effort, while learning English, to achieve better results in English exams. One 
of the reasons for their anxiety might be the lack of a solid foundation in English since 
they started leaming it. Arts students were more concemed about their Arab identity, 
and were more willing to drop English as a subject. Probably, leaming English is 
considered as a threat taking into consideration that English is not important for Arts 
students university study compared to Science students (see below). According to 
Arts students’ findings, they had positive attitudes toward their teacher of English and 
they thought that their teacher was qualified and had a good character; in addition, 
their motivational drive is higher than Science students. Arts students' motivational 
drive, represented by desire, motivational intensity and some teachers' evaluative 
features, was found to be significant. In spite of that, mean scores of effort and desire 
lean toward the neutral side.
In stage 2, there was an obvious modification in Science students’ motivational 
orientations, which were instmmental and integrative equally. In other words. Science 
students were not against having a ‘bicultural identity’ (Amett, 2002), and acquiring 
English did not threaten their own identity. Responses for the instrumental orientation 
showed that students might have a strong belief that English makes them more 
knowledgeable and educated, and helps them gain better jobs. English might also help 
them to broaden their knowledge of the latest research in scientific fields. It is the 
language of instmction in Science majors and Medicine in the state universities in 
Jordan, it is a requirement for a better life in their society, and it gives a special social
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status and economic advantages in this Jordanian context where English is not the 
language of daily communication. It is a standard for educated individuals, i.e., to be 
able to speak and know English. From responses, it was also revealed that Science 
students were less anxious about having a bad learning experienee in learning English 
and achieving high scores at the English exams. However, their confidence was 
higher than that of their counterparts in the Arts. On the other hand, the results for 
Arts students showed high evaluation of teachers' traits at the end of this year. In other 
words, students reported that teachers of the secondary cycle were more concerned 
about their students’ achievements and success than teachers of the primary 
educational cycle, and that they played a principal role in Arts students’ progress in 
learning English. From this finding, it appears that teachers at all educational stages 
need to create a positive encouraging learning atmosphere for their students to learn a 
language since this important role showed positive effect on students of this study.
Findings elicited in stage 3 brought to light a change in Science students’ attitudes 
toward learning English particularly and other languages generally. There was some 
improvement in students' learning experience after attending the Ministry exam. 
Unlike Science students. Arts students were more anxious about marks (like stage 1), 
in spite of their noticeable endeavour to improve their English in preparation for the 
Ministry exams. They were thinking of the current stage and how to pass it 
successfully; nevertheless, there was no fear of a bad learning experience or failure in 
the exam due to a lack of effort. The findings suggest that their attitudes toward 
English became more positive in view of the fact that learning English was not a real 
threat to their own identity. It seems that these exam results had some influence on 
their motivation to learn English. As Arts students evaluated teachers positively on all 
given features (taking into consideration that most of the Arts sample were female
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students), it appears that teachers’ characters and methods also influenced attitudes 
and motivational drive toward English.
To sum up, the previous findings with regards to Science and Arts students showed 
changes in students' motivational orientation mainly for Science students over all the 
period of study. It seems that students’ orientation at the Al-Tawjehi grade becomes 
more instrumental for both branches of study. Arts students showed higher 
motivational drive at stage 3 compared to stages 1 and 2 since they are preparing for 
the second semester Ministry exam at the end of the secondary cycle. In addition, 
notably. Arts students were more satisfied with their teachers' performance at the two- 
year secondary cycle compared to their counterparts the Science students. It appears 
that the Ministry exam has contributed in this change for both branches of study.
5.10 Summary
The data of the questionnaire and interviews collected over two consecutive years 
revealed a lot of findings regarding students’ attitudes and motivational orientation 
and drive in the Jordanian context. These findings can add a new contribution to the 
existing body of attitudes and motivational orientation and drive research. The study 
showed evidence that attitudes and motivational orientation and drive can be changed 
according to individuals' positive learning experience (Ushioda, 1997).
The findings displayed changes in attitudes toward the English language, revealing 
that these attitudes became positive at the last stage of data collection, compared with 
the first two stages; on the other hand, there was no change in attitudes toward 
English speakers. As a consequence, the feelings of 'Arab pride' and English threat to
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one’s identity - which were high in stage 1 - altered in stages 2 and 3. It seems that 
students adopted Lambert's 'additive bilingualism' to learn English as the World 
language. Results also showed that students’ learning experiences in the last stage is 
different from their experiences in the previous stages. This supports students' 
willingness to improve their English profieiency and to overcome their weaknesses 
when asked about their self-satisfaction with their current English level. There were 
also improvements in students' motivational drive at stage 3 of this research. In stages 
1 and 2, motivational drive was low, although students made every effort to learn 
English. Even the overall mean of attitudinal and motivational measures correlated 
with desire, attitudes toward English and attitudes toward the learning situation in 
stage 3. Some measures, such as attitudes toward the learning situation and parental 
encouragement, did not change over the whole period of the study.
There was obvious evidence of the presence of instrumental orientation in this 
Jordanian context in the three stages of data collection, particularly at stage 3. 
Nevertheless, integrative orientation which was similar to the one defined by Domyei 
(1990) in Hungarian FL learning context was also evident. Keeping in mind the 
eurrent status of the English language in the world, learning English has a lot of 
utilitarian value in various aspects of life. As students in Ma'an city have no 
opportunities to contact English-native speakers in this small city, their integrative 
orientation emerged in this context implies a ‘metaphorical identification’ with an 
imagined big English community (Dornyei, 2006). The main features of this 
orientation are: a desire to know about English-speaking peoples’ cultures and 
lifestyles and a desire to meet them. Thus, it seems that the orientations found here 
were similar to some extent to the orientations found in Clement et al's study (1994)
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in the Hungarian context the FL leaning context. Still, motivational orientations need 
to be re-identified according to the context of study given that eaeh eontext has 
different features from other contexts.
One of the remarkable results is the association between achievement scores in 
English and the overall means of measures in two continuous years of study. A 
negative correlation between the overall means of measures and achievements in 
English were found in stage 1. On the basis of research presented earlier (see Gardner, 
et al. 1997), attitudes and motivation play a pivotal role in language achievement 
scores, and a positive correlation was found between the aforementioned variables in 
different contexts. The results in stages 2 and 3 were similar in relation to the kind of 
association between the attitudinal and motivational measures and achievements, in 
which no evidence of any kind of correlation between the overall means and 
achievements was found. It appears that our results contradict these previous findings. 
Students' attitudes and motivational orientations and drive toward English in the 
Jordanian context do not allow for a prediction of language achievement scores.
Furthermore, a change in attitudinal and motivational constructs was found between 
sexes and branches of study. For sexes, responses in the three stages showed a gradual 
change in students’ attitudes toward the learning situation, especially for female 
students. The longer they knew their teacher, the better their evaluation was. Female 
students focused on their teachers' personal features rather than on their qualifications 
(in stage 1). By the end of stage 3, female students found that they valued highly all 
the perceived characteristics of their teacher of English. As they enrolled in a new 
educational cycle, they were more worried about their teacher's characteristics, as they 
might need to seek more help from teachers in this secondary educational cycle before
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taking the Ministry exam. It seems that the teacher of English was the primary factor 
for this change in the view of the positive attitudes of the female students in the three 
stages of data collection. Female students were more motivated than males in stage 3, 
keeping in mind their noticeable effort and interest in learning English.
Findings for Science and Arts students presented a lot of differences between 
branches, besides change over the whole period. First, there was a change in Science 
students’ orientations in learning English, as they were integratively- and 
instrumentally- orientated in stages 1 and 2, but only instrumentally so in stage 3; it 
seems that marks are the most important point in this last stage. Since they showed 
positive attitudes toward the teacher of English (particularly in stages 2 and 3), there 
was a change in their attitudes toward adding a new identity, which had previously 
been negative. Notably, Science students had been highly-motivated since the 
beginning of the secondary stage, whereas some external factors improved Arts 
students’ attitudinal and motivational constructs toward English during the course of 
the secondary cycle.
From the interviews, it appears that two main factors directly affected students’ 
attitudes and motivational orientation and drive toward learning English in this 
decisive stage. The first factor was teachers’ character and their teaching methods. 
Given that pivotal role in the learning process, teachers who take responsibility for 
their students’ performances (success and/or failure at the Ministry exam), met 
students' needs and these teachers’ work was adequate. In this respect, results showed 
that low achievers were more grateful to their teachers of English, compared to the 
high achievers, who relied more on their personal effort. Put differently, teachers 
made a manifest positive change in their low achiever students' English motivational
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drive in the secondary cycle. Also teachers contributed to improving female Arts 
students’ attitudes and motivational drive toward English learning in the secondary 
educational cycle. It seems that teachers shaped and modified their attitudes toward 
English, since teaching in the primary educational cycle was not good enough in their 
view. With regards to the second factor which affected students’ affective variables at 
the secondary cycle, the Ministry exam played an important role in shaping students' 
attitudes and motivational orientation and drive. The special attitudes toward the 
Ministry exam and the early preparation for it, shown before engaging in the exam, 
make the behaviour of the students understandable. As the interviews showed, both 
low and high achievers do their best to attain a satisfactory result. It seems that low 
achievers face a big challenge in this exam, so they increase their effort in revising for 
the exam (from the ll/^ grade). This result supports Bryan’s and Locke (1967) 
findings, in which they found a correlation between low motivated students' 
performances in certain tasks and the kind of goals assigned to them. From their study, 
Bryan and Locke’s low motivated students showed good performances and positive 
attitudes toward the task after they were given hard goals to achieve.
Parental encouragement also had some influence in this context on the students' 
attitudes and motivation (especially for high female achievers) as parents transmit 
their feelings and attitudes to their children (see Donitsa-Schmidt et al, 2004). As 
presented earlier in this chapter, students’ attitudes are usually developed at home. It 
is assumed that parents who direct and supervise their children’s progress determine 
to a great extent their effort, desire and orientation in learning a new language. Our 
results supported the stated assertion; for instance. Science students were mostly 
supported in the first secondary stage in compliance with the questionnaire findings.
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Reviewing the results, this study also refutes the common belief of parental support 
for male rather than female children, who are normally thought to be nurtured to think 
only about their social role (early marriage) in such a conservative context (Ma’an 
city) where people adhere more to the cultural norms and beliefs, compared to the 
capital. In small societies, many things (e.g. feelings, behaviours, and so on) are 
nowadays changing, as a result of openness to the external world, compared to the 
past. Considering the situation of females in the past, they were deprived of many 
rights (mainly educational rights). For example, they were obligated to study only 
some university majors, such as teaching and nursing. Nowadays, females have the 
freedom to study different subjects, such as computing and engineering, which were 
previously restricted to males. Moreover, they are encouraged to pursue higher 
degrees in the different Jordanian contexts (or other countries). As I am familiar with 
the context of study, I have recently noticed an increase in the number of female 
students who are enrolled in different courses to obtain higher degrees in Ma'an city. 
In agreement with our study findings, females in this Jordanian context are 
encouraged, as male students are, to pursue higher qualifications and to compete with 
males for good jobs. It appears that there has been a dramatic change in this 
conservative context, in relation to gender issues.
To conclude, it seems that students’ initial attitudes and motivational orientation and 
drive toward languages are acquired at home (parent support); still their motivation 
“can be ‘worked on’ and increased” (Domyei, 2001: 118) in an encouraging and 
pleasant learning atmosphere. It seems reasonable to call for a special consideration 
for each context of study; results shown previously in the literature cannot be 
generalised to all learning contexts.
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The next last chapter, Chapter 6, is mainly highlighting the main findings of the 
present study and its implications and is putting forward some recommendations for 
further new research studies.
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Chapter Six 
Conclusion
6.1 Introduction
This thesis mainly set out to explore the relationship between affective variables 
consisting of attitudes, motivational orientation and drive, on the one hand, and EFL 
achievement, on the other hand, of secondary school students in Jordan. Since sexes 
and branches of study were considered as independent variables in this study, 
intergroup differences in attitudinal and motivational measure were also sought. 
Traeking changes in the attitudinal and motivational measures and EFL achievement 
scores longitudinally over three stages was the last main aim of the study. Considering 
that each context has its peculiarity and that this study was conducted among Arab 
learners of EFL, some interesting findings regarding attitudinal and motivational 
measures used were revealed in this particular context of study.
This ehapter summarises the main outcomes of the study (section 6.2), discusses some 
implieations (6.3) and reflects on the limitations of the study as well as giving some 
suggestions for further studies in this area of research (6.4).
6.2 Summary of Findings
The main finding of the questionnaire analysis was that the attitudes and motivational 
orientation and drive of the respondents did not play any statistically-significant role
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in their EFL achievement in the chosen context of the study, thereby contradicting 
most previous research, mainly Gardner's and his colleagues research which was 
based on SL learning context in the Canadian context among anglophone or 
francophone students. This finding adds support to other research findings (e.g., Al- 
Ansari [2000] in Bahrain as FL learning context). From the interviews, the present 
study indicates that in such a learning eontext, other factors, such as teaching 
methods, parental support, individuals' personal efforts to pass exams accounted for 
the achievement scores, particularly the Ministry exam in the 12*'^  grade.
Another important finding from the questionnaire data is that motivational drive was 
positive but not high, suggesting that students learning a global language, such as 
English, do not necessarily show the same motivational drive when they learn other 
languages (cf. Domyei et al. [2006]). Although from the questionnaire findings it is 
clear that students have an awareness of the importance of English for their future 
careers and social status, and a desire to enhance their English proficiency, for most of 
them, English is just a school subject.
As previously mentioned, this study has confirmed the claim discussed at the outset of 
this study that attitudinal and motivational orientation and drive differ from one 
context to another, since each context has its own peculiarity which adds new 
perspectives to individuals' motivational orientation and drive to leam languages. In 
the Jordanian context of the present study, for example, a new component of 
instmmental orientation has emerged, from the questionnaire and the interviews’ 
findings, such as leaming English in order to understand and avoid any possible 
threats; this component has not been identified in-research previously. The dominant
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orientation in the Jordanian context was instrumental, although evidence was also 
found of integrative orientation. The strongest instrumental reason for leaming 
English was found that ‘Studying English can be important for me because it will 
make me a more knowledgeable person’. Interestingly, the students expressed a desire 
to integrate with English-speaking communities and the characteristics of their 
integrative motivational orientations were found to be similar to those identified in FL 
motivational research literature.
One of the main contributions of this research is that it has tracked changes over a 2- 
year period of study. The outcomes showed the area of change and the positive 
development of students' attitudes toward learning English in relation to their Arab 
identity, for example. Another example is the change of integrative orientation from 
many respondents in the 11^  ^grade to a more preponderant instmmental orientation in 
the 12^  ^grade.
With regards to the interviews’ findings which supported most of the questionnaire 
findings, they gave more thorough explanations to the change of attitudes, 
motivational orientation and drive over time and their relationship with EFL 
achievement. As mentioned earlier, the most important finding of the interview was 
that two main factors affected students' attitudes and motivational orientation and 
drive at this educational cycle: teachers’ performance and teaching methods and the 
Ministry exam in Al-Tawjehi grade. The results indicated that the Ministry exam (at 
semesters 1 and 2) plays an important role in shaping attitudinal and motivational 
factors examined in this study over time, given that students start their preparation for 
this exam at the beginning of the secondary educational cycle in the 11 grade. It is to
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be expected that students make a great effort in the secondary cycle, as high marks are 
required for university entry.
6.3 Implications
The implications of the study are mainly educational, and may help to guide 
educationalists, teachers and policy makers and textbooks authors in developing 
students' attitudes and motivation toward learning foreign languages, specifically 
English. Although attitudinal and motivational measures did not correlate with 
achievement scores in this particular study, most research reviewed earlier proved the 
effective role of these affective variables on students’ achievement scores in both SL 
and FL leaming contexts.
For teachers, it is important to reinforce their role in stimulating and enhancing their 
students' attitudes and motivational orientation and drive by creating a sound leaming 
environment, and encouraging their students to use different types of intercultural 
contact activities to improve their command of English. Teachers of the secondary 
cycle, as revealed from the interviews, played a significant role in modifying students’ 
attitudes and motivational orientation and drive among this sample of students 
compared to their teachers at the primary cycle. This is consistent with Dornyei 
(2001: 118) where it is argued that motivational drive “can be ‘worked on’ and 
increased” in an encouraging and pleasant leaming atmosphere. The Jordanian 
students suffer from a poor foundation in English at the primary educational cycle.
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and from a lack of confidence in their ability to communicate and use English 
properly. Moreover, as the main source of language input in FL leaming contexts, the 
teacher has to play the role of foreign-language community representative, in order to 
introduce their students to the target language culture. The results of the questionnaire 
showed that students’ attitudes toward English speakers were unclear at all three 
stages of the study. Leaming a language, such as English, is more than leaming 
lexical and syntactic aspects of the language; previous research indicates that a closer 
identification with the target community, i.e. having an integrative orientation means 
that students have longer term goals.
Previous research has shown that motivational drive is an important factor that leads 
to suecess in learning a new language. The interviews' findings of the current research 
showed the important role for teachers in the chosen subject of study in developing 
their students' attitudes and motivational orientation and drive and increasing their 
achievement in English, especially for low achievers. It also seems that teachers at the 
secondary educational cycle contribute greatly to students' performances in the 
Ministry exam. The present study showed positive changes in students' attitudes and 
motivational orientation and drive over the investigated period which was attributed 
to teachers' performances and teaching methods. Although students highly evaluated 
their English teachers and English lesson, their desire, as one of the components of 
motivational drive, was not high at any stage of this research.
Teachers of all educational cycles need to consider using different teaching 
approaches, since the traditional grammatical teaching approach which greatly 
depends on memorising pattems, seems to be often ineffieient. Communieative
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teaching approach need to be considered as well since English as a global language is 
required in students' real life communication. As revealed in the interviews, students 
addressed the issue that they lack good spoken skills while using English. This result 
is consistent with the claim that students in the Arab contexts make usually erroneous 
speech in their oral communication in English (Rababah, 2003). In the seeondary 
educational cycle, as stated previously, teachers aim to prepare their students for the 
Ministry exam; for this reason, the main goals of the English textbooks are not 
achieved. The main implication for teachers is to encourage students to have long­
term learning goals (e.g. adequately mastering the four skills of language), rather than 
short-term goals (e.g. passing the Ministry exam).
With regard to the spoken communication, it has been argued that the aims set by the 
English specialist authors, who write the English textbooks with the Ministry of 
education approval in Jordan, are too 'ambitious' since one of the aims is that students 
at this level are expected to be able to write a good English cohesive composition and 
"to understand and communicate using a variety of notions and linguistic functions 
based on everyday situations" (Rababah, 2003: 15). In other words, there is a 
mismatch between the aims proposed for the students' English textbooks and the 
focus of Ministry exam at the end of the secondary cycle. Secondary students are 
expected to reach a good level in using the four language skills whereas the Ministry 
exam, as previously mentioned, tests reading comprehension, grammar and writing 
skills. This shows that spoken communication is not part of this exam in Jordan. 
However, students' textbooks contain some speaking and listening exercises which are 
not prioritised. This means that educationalists and policy makers should revise the 
areas examined in the Ministry exam and give emphasis to spoken skills considering
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students' weaknesses and real needs in order to use English as a tool of 
communication in real life rather than as a school subject.
With regard to parents, it is clear that they have a big responsibility toward their 
children, taking into consideration the role of an active parents' role in supervising 
and enhancing their children's attitudes and motivational orientation and drive in 
leaming English, particularly considering the lack of opportunities for leaming 
English in the surrounding environment in this context, as the interview findings 
revealed.
In Jordan (as a FL leaming context), teachers need to acknowledge their pivotal role 
by encouraging both female and male students to improve their English using 
available resources taking into consideration the fact that attitudes can be changed and 
modified positively and that teachers are the primary source of comprehensible input 
in such a context. For this reason, it is necessary to develop on-going training for 
teachers to make them more qualified in order to help students in this context.
6.4 Recommendations for Further Research
The findings of this research, considered together with its limitations, can indicate 
new paths and directions for further future research in this area. Some suggestions 
can be addressed here, starting with some limitations in this particular study.
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We can recall that in Chapter 3 some problems with data collection were discussed 
(see section 3.3.4.1). The steps taken to deal with the problems encountered i.e. the 
non-attendance of some students on the relevant day and some incomplete 
questionnaires, were discussed there. It is not possible to tightly control such variables 
in empirical research. Some further problems can be noted arising from the 
longitudinal design of the study related to the validity of responses. This means the 
students' approach to complete the questionnaire at each stage. Since there has been a 
general agreement on the difficulty of attitudes and motivational constructs in 
literature reviewed in Chapter 2, measuring these variables is a problematic issue. For 
this reason, all attempts were made to explain the objectives of the research and 
follow the same procedures in all three stages of the study.
Another limitation of the study was with the interviews as different groups of students 
were interviewed at each stage (stages 2 and 3). It was difficult to track change, in 
attitudes and motivational constructs among interviewees of each stage. Considering 
that interviewees of the present study were selected according to their achievement 
level as high or low achievers at stages 2 and 3, it would be interesting if the same 
group had been examined at each stage to discover the kind of change among 
individuals. By doing so, further support might be given to the questionnaire findings.
Turning to the suggestions for further research studies, the sample population of the 
present study comprised a selection of Science and Arts students, with the branch of 
study as the main condition for selecting the schools and the samples. It would be 
interesting to examine the attitudes and motivational attributes of students following 
other branches of study, both academic (e.g.. Information Management) and
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vocational (e.g., Industry and Nursing) to spot any differences in findings at this 
critical educational stage in the Jordanian context.
The sample of the study was selected from a particular Jordanian context, Ma'an city, 
a small city where there is a lack of services for the students to leam English although 
it is the main foreign language in Jordan. Using the same research design in order to 
make a comparison between students in this context and in the capital, Amman or 
other big cities, might reveal some important findings since learners in the capital 
have more opportunities to be exposed to English.
Another suggestion for new research would be a study comparing the attitudes and 
motivational orientations and drive of Al-Tawjehi grade students (or 12^  ^ grade 
students) and first year university students. To my knowledge, no such study has been 
conducted in Jordan before. This kind of study is likely to track any possible change 
in students' attitudinal and motivational attributes given that leaming English at 
university differs from leaming English as a school subject. It is likely that students' 
attitudes and motivational orientations and drive might change after passing the 
Ministry exams at the end of the secondary educational cycle.
Lastly, investigating other variables, such as parental economic status and parents' 
educational background might be of importance in attitudes and motivation research, 
given that parents in this study were said to play a significant role in supporting and 
supervising their children in learning EFL. Having specific data on parents' 
educational background, which was not available in the present study, would allow 
generalisation to be made in this area.
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This chapter focused on the main findings of this quantitative and qualitative research 
in the Jordanian context. Some implications and areas of new research were also 
addressed in order to develop studies of fruitful findings in this area of research.
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Appendix A: Questionnaire 
(The English Version)
Dear student.
This questionnaire is part of study for the PhD degree. The aim of this study is to 
investigate the effects of attitudes and motivation toward leaming English as a foreign 
language on learners’ English achievement scores. I would be grateful if you could 
follow the instmction to fill in the following questionnaire according to the given 
instmctions. Please feel confident while filling in the questionnaire as your responses 
will be used for the research purposes only. Thank for your cooperation.
The researcher 
Lana Kreishan
Please fill the following questionnaire and tick (^ )  or choose the correct answer for 
each item.
Personal Information
Name (Optional):
Sex: Male ( ) Female ( )
Age: 15-16 years ( ) 16-17 years ( ) 17-18 years ( )
Stream o f  study: Science ( ) Arts ( )
over 18 years ( )
Lan2ua2e repertoire and English Lansuase use
1. Please indicate all the languages you use in order o f mastery and use a tick (V ) to indicate 
your skills in each language.
Language Listening Speaking Reading Writing
1.
2.
3.
4.
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2. When did you start leaming English?
1. Before the first grade
2. Since the first grade
3. Since the fifth grade
4. I can’t remember.
( ) 
( ) 
( ) 
( )
3. How often do you use English when you
Always
5
Often
4
Sometimes
3
Rarely
2
Never
1
1. Speak with your 
family?
2. Speak with your 
friends?
3. Speak with your 
teacher o f English?
■'
4. Speak English at 
school (e.g. with 
colleagues)?
5. Others (speedy)
4. How often do you do these actions?
Always
5
Often
4
Sometimes
3
Rarely
2
Never
1
1. Read English language 
magazines and newspapers
2. Read a novel or story in 
English
3. See English language 
movies
4. Use the Internet
5. Listen to the English 
language radio station
6. Listen to English 
language music
7. Watch English language 
TV Channels
5. What is your level o f  English, in your opinion?
1. Poor ( )
2. Average ( )
3. Good ( )
4. Very Good ( )
5. Excellent ( )
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6. Please give your opinion regarding these issues. Please your opinion is important. You 
may agree or disagree with the following statements. Your opinion is not wrong because 
there is no wrong and right in these statements. It expresses only your personal feelings. 
(Please tick where is appropriate).
Strongly
agree
5
Agree
4
Neither 
agree nor 
disagree 
3
Disagree
2
Strongly
Disagree
1
1. Studying English can be important for me 
because it will make me a more knowledgeable 
person
2 . 1 wish I could speak another language 
perfectly.
3. My parents really encourage me to study 
English
4 . 1 really enjoy learning English.
5 .1 would rather spend my time on courses 
other than English.
6. English-speaking people are kind and friendly
7. Leaming English affects my Arab identity 
negatively.
8. English-speaking people are a very sociable 
and warm-hearted.
9. Studying English is important because it will 
enable me to better understand English-speaking 
people life and culture.
10 . 1 usually get uneasy when I have to speak in 
English.
11.1 want to continue studying English at 
university or college.
12. Studying English is important to me because 
I don’t want to get poor marks in it at school.
13 . 1 find I’m losing any desire I ever had to 
know English.
14 . 1 do not particularly like the process o f  
leaming English and 1 do it only because 1 may 
need the language.
15.1 don’t bother checking my corrected 
assignments in my English courses.
16. Studying English can be important to me 
because I think it will someday be useful in 
getting a good job.
17. When I have a problem understanding 
something we are learning in my English class, 1 
always ask the teacher for help.
18. It is important for me to know English in 
order to think and behave like English- speaking 
people do.
19 . 1 haven’t any great wish to leam more than 
the basics o f  English.
2 0 . 1 feel confident when asked to participate in 
my English class.
21. If I had the opportunity to drop English
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class, I would do it immediately.
22. Studying English is important to me because 
the educated person is supposed to be able to 
speak English
2 3 . 1 think 1 belong to the class o f learners who 
can completely lose their interest in leaming if  
they have a bad teacher.
24. Studying English can be important for me 
because it will allow me to meet and converse 
with more and varied people.
25. Studying English is important to me because 
I would like to visit English-speaking countries.
26. Studying a foreign language is not a pleasant 
experience.
2 7 . 1 really work hard to leam English.
2 8 . 1 think language leaming is more difficult 
for me than for the average leamer.
7. Please give your opinion regarding your teacher o f English and English class by showing 
the degree o f agreement for each adjective.
Mv Teacher of English
Strongly
agree
Agree Slightly
agree
Neither
agree
nor
disagree
Slightly
agree
Agree Strongly
agree
7 6 5 4 3 2 . 1
Efficient Inefficient
Competent Incompetent
Cheerful Cheerless
Approachable Unapproachable
Organized Disorganized
Patient Impatient
Friendly Unfriendly
Imaginative Unimaginative
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Mv English Class
Strongly
agree
Agree Slightly
agree
Neither
agree
nor
disagree
Slightly
agree
Agree Strongly
agree
7 6 5 4 3 2 1
Meaningful Meaningless
Easy Difficult
Fascinating Tedious
Interesting Boring
Necessary Unnecessary
Satisfying Unsatisfying
Clear Confusing
Please write below your further comments, if you have any:
Thank you for your cooperation
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Appendix B: Questionnaire 
(The Arabie Version)
jA  ô^ A q a  L g.\g11 , o I j j jS û Î I  CiSk.i j  4_ u j l q a  (jLului'ÿt tùA
^\jUmVI La a ‘11*1 ,Ajtiil ùù^ (JjjwaaJill _^glc. A uWi AjtlS Aj^^jlaù'ÿl AJtlîl d^*J _ÿaJ CjIaI^VI J
^SjbL^l (jV (jLuluü')f t La A uxl (jSl^ ^ iS il aSÎIj j^xjJûj (jl ,AJia y^Jl L" jLllI i_ lAri-k ^J^jua (J j^ub
.^ilSjjlsu (j**2w (_glc. bü^)a, Ij Sjlü _ja%3 C ia J l  (jialjC-V  ^ùâJjuü (-jjjoi
anU)
L*V
(>» p  jS  JS  (2)C' AjIa VI j l l ^ l  j l  ( y  ) SjLui) ^LÛaj P-la-jl!
.ùUjl^^VI )j& p j j â
A-ljuaàwùû djLâ alxA
:( (^ j^ ')  f^Vl 
( ) ^ l  ( ) j5j : u ^ l
18 Jjâ ( )<iu 18-17 ( ) Alu, 17-16 ( )Aiu, 16-15 : j ^ '
( ) j.dl  ^jill
l^ jLaljlâùLuil j  Aj AJlÜI q c - dlLajl*^
^  ^  (2)11!V) Âa jJI ^ > a  ,o.^V u/i ^ )  c j l ü î l  ^J-A^ j 5 j j  (2)1 ^ j l  J1 j-u J l laA (2)C- ^La.bU .1
, JS] I4JÜ2 S jl^  (js Cl
A^ JiUJl L^ûluüVl oUlil
.1
.2
.3
.4
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^  cjIjü JiLA .2 
( ) JjViUu^lcJ^S.l
( ) JjVI IL. .2
( ) (jmLxII L-iutijl aLû .3
( )
l^ùàjxul V 
lAjl 
1
Ij jU
2
Ul^l
3
Wlc.
4
W j
5
Vtéij^ lc- ^  djùajj , 1
■ ?LÉljlaJjua) ^  ,2
'*^1 4Jtii c-^\<a\a A <^0 t^ vWTi 3
^  ZAlo^  4_uijù3l l^ùâjjujJ.4 
(céijüUj
.....
(^1 ^  f  j3 '  V 
1
l j : U
2
U ü ^ l
3
Wlc.
4
Lûb
5
A iü b  ùüt j  C ivLa^ S (ilj5  , 1
J C j L t j j  Sç,ljS  . 2
AiliLj ^^lil SùALwLa 3
cjjJjj'ÿt ^tùâJLml .4
^IjVi J t  ^Uu.Vl .5
j j j i j i i  ^  ^ j ^ v i
^UluiVl .6
A dll_jjSÎI SùALuLa ,7  
j ü ü t ^
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( )
( )
( )
( )
( )
L, «jXjJ") . 1 
Jajjjjia .2
44^.3
4 ? -  . 4
jlla-a .5
4îb V ji (32)j j  Ujj 4ib ù' 4fb .6
j i  ^ j i )  ialilil aJA oW) tÜjC-Loua Jblâ l^j oJA ^  Üaâ. j i lajjV AjV ÜaÂ (j^ ul
.(^Uujllail ^laV ) ^  ( y  ) SjUàl
j s l j l V
ù ù ju
1
o & i j l V
2
J â l j l V j J A I j l
( 4 ) ^ )
3
3 â i j i
4
oAjuU ^_)àljl
5
(_gl A jju û lL  A ^ 4 ^  ( j j S d  (j*  J « i  . 1 
A i j x x  J j £ l  ( j-a â u ù ü
^ I j  ( J ^ jûôj A ^ I j  Aj Ü  lA -J i ^ j ) n u < i i  _ jî (_gÂAjl . 2
C S ^  ^  . 3
A j ^ j b  A jd ll  ' ^ L a lu i l  U t , 4
V A j L ^ j â . t  ^ A * ^ t j x  j J x J  ( ^ j  (^gjJaat j t  J j - ô a l  . 5
t >
-
j  L «t L t  ^ jjjU t ^ j J a U V I  AJlU U  ^jAA -laUajl ( j j iU i l  . 6
• Ü r î '^ J '^ J
^  ls^  J J j j  ^  . 7
(_^U I ^  ^ A j j j i ^ V t  A jU i ( jjA Ù aJuU t ( j j iU i t  . 8
(_ jiS ]l ( J A J ^  J  ( j ^ L a l a . !
û U a . ^  QA ^ \^V\A) l ^ V  ^ 3 A ^ V t  A iH i  ^ 1  j J  . 9
, 3 . ! AJi l ]  ( jA i l u a V t  ( j j jU ll  A iU j  J
C jA a a î l  i_ i-% ; LaJÜc. ç j t ^ y l u J a U  S j I c . ^ y j u t  . J  Q
. ^ j A ^ V *
j l  ^  ^ j ^ v t  ^  ^ t J : )  j L a ^ l  L ^ j l  . 1 1
_A ju@ L^I
ù '  ^ j A ^ V t  3 ^ t  ^ 1  j ^  . 1 2
A j j j jX a î l  d lL a ^ l c -  (_gic. ( J ju o a .!
A JJII ^  ^  J  ç g t  ^ 1 ^ 1  ^ 1  . 1 3
. ^ j A ^ V *
I^ -a Ix j I ^  *'^t A 1 j . ' b ' V t  AJlUI ^Aj u  Aj I aC- i r ^ i y  U t . % 4
ÙXJ U u â  l ^ U c k t  L a j j
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jA âÜ U  ^Aa I V  . 1 5  
A j ^ A ^ y i  < jlUi ô jL o
j j l â  j l  j lL û J  ^  j ^ V l  ^ 1  ^ 1  j ^  . 1 6  
5 jUuHA (J x fr  A jw a jà  (J j jL ^ ia J l  (_gAc. L _ â _ ^
U  U j j
frU jl (^1 ^  ^  aJÜ aL j ( ^ ù lc .  U û i&  . 1 7  
j a  LjjÜ al L û l j  ^ u d il A x ^ n ^
oùcLuLall
(Ja.1 Q A  ^ j j A a j V I  ‘U -ü l A-Luüib *Ul . 1 8  
j n L u a V I  j j J . W u l l  ( J l a  L_â^^jwajl j  j l  ^A aJxu l j l
j A  A '  o j jA j:  ^  J  (^1 ( _ A  , 1 9  
A j j j W  <*ÿl A i i l l  dilajuûLüüVI
Auwaa, ^ j L u L a l î  (_g]l j ju i  ^  La Aie. Aa jÎU  j * j j j l  . 2 0
A  j A ^ V '
AJtlil Aju^aa. J a l iu i l  j  i  i l .w l  A j ^ ^  (_^a1 j l £  lÂI . 2 1
UUÀj ^ j SI ( ^ l i  ^  j j i a j V I
(j-aâuuA l j V  <LluÛÎLi A a ^  ^  j i l a i V I  ^ i l i l  ^ 1 . 2 2  
AâIÎLj d jA a J l l  ^_gic. J ^ l a  j_ ÿ S j  j i  { j l a j j L d l  j - a  ^J%2all
. ^ j A ^ V '
j l  j ^  j î ^ l  V ^^ldU l (_P) ^5-ûojl ^ ^ \  AÜc.1 . 2 3
ç.(^ jjLU A j l 5  lÀI ^ Jb u îlj ^LajA l (_gl I j A ^
^  A ^ h  ^  j j ^  j l  j l a j  ^  j ^ V I  ^ 1  A  - 2 4
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Appendix C: Interviews in 2005
Students’ interviews
1. Why are you learning English and was this your choice?
2. Do you think that you have come across a good or bad learning experience in 
English previously? Discuss
3. In your opinion, what are the things that are responsible for your success or 
failure in learning English in this context of study?
4. Do you feel you are highly (more) motivated today or less motivated than 
from the beginning of the year? Discuss
5. Do you think that there is a relationship between your attitudes and 
motivational drive and your EEL achievement scores? Discuss
6. 6.1 Which language variety do you prefer to learn and why?
6.2 In your opinion, are these people friendly whom would you like to 
know?
7. Are you satisfied with your current level of English? How well would you 
aspire to use English?
Teachers’ interviews
1. What are the things that affect your motivation to teach English in this context?
2. Do you feel your students, in your opinion, are highly motivated or less 
motivated today from the beginning of the year? Discuss
3. To what extent do you think that this society (the Jordanian culture and norms) 
affects learning of English?
4. Do you think that there is a relationship between your students’ attitudes and 
motivational drive toward English and their achievement scores in this context? 
Discuss
5. In your opinion, what are the things that have the greatest impact on attitudes, 
students’ motivational drive, on the one hand, and achievement scores to learn 
English, on the other hand, in this context?
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Appendix D: Interviews in 2006
Students’ interviews
1. Are you planning to study English as a university major? Why?
2. What are the good things and the bad things in your experience in
learning English?
3. In your opinion, what were the things that were responsible about your 
success or failure in learning English during this year? (high achievers 
will be asked about their successful experience while low achievers will 
be asked about their unsuccessful experience).
4. 4.1 To what extent, do you think that your English teacher has
contributed in forming your attitudes and motivational orientation and 
drive in learning English?
Have you joined any private English courses this year?
5. Do you think there was a noticeable change in your attitudes and 
motivational orientation and drive in learning English during the last two 
years?
6. Do you think that there is a relationship between your attitudes and 
motivational drive in learning English and your achievement scores? 
Discuss.
7. 7.1 Which language variety do you prefer to learn and Why?
In your opinion, what are your feelings toward those people?
8. What is the effect of English learning on your Arab identity?
9. Do you think that if you were studying in another context, would you 
have a better opportunity to learn English and enhance your attitudes and 
motivations in learning this language? Discuss
Teachers’ interviews
1. What are the things that have affected your motivation to teach English in 
this context last two years?
2. Do you feel your students, in your opinion, are highly motivated or less 
motivated today from the beginning of the year? Discuss
3. Do you think that there was a noticeable change in your students’ attitudes 
and motivational orientation and drive towards learning English during the 
last two years? Discuss.
4. Do you think that there is a relationship between your students’ attitudes 
and motivational drive toward English and their achievement scores in this 
context? Discuss
5. In your opinion, what are the things that have the greatest impact on 
students’ attitudes and motivational drive, on the one hand, and 
achievement to learn English, on the other hand, in this context?
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Appendix E: Teachers’ evaluation of students’ motivational drive
Students’ names Highly Motivated 
5
Motivated
4
Indifferent
3
Unmotivated
2
Highly
Unmotivated
1
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Appendices
Appendix G: T-Test Analysis
Table 1 Mean Scores for the Investigated Themes at Stages 1, 2 and 3
M SO 95% Confidence Interval for 
Mean
N
Lower bound Upper bound
1. Instrumental Orientation Stage 1 4.07 0.70 3.99 4.16 259
Stage 2 4.01 0.77 3.92 4.11 260
Stage 3 4.16 0.70 4.07 4.25 257
2. Integrative Orientation Stage 1 3.90 0.87 3.80 4.01 257
Stage 2 3.83 0.89 3.72 3.94 260
Stage 3 3.96 0.79 3.86 4.06 257
3. Desire to learn EFL Stage 1 2.60 0.79 2.50 2.69 257
Stage 2 3.13 0.96 3.01 3.25 259
Stage 3 3.34 0.95 3.23 3.46 257
4. Motivational Intensity to learn EFL Stage 1 3.43 0.60 3.35 3.50 257
Stage 2 3.67 0.79 3.57 3.77 260
Stage 3 3.76 0.74 3.67 3.85 257
5. Interest in FLs Stage 1 3.32 0.69 3.23 3.40 259
Stage 2 3.95 0.90 3.84 4.06 260
Stage 3 4.14 0.83 4.03 4.24 257
6. Attitudes toward EFL Stage 1 3.12 0.71 3.03 3.21 259
Stage 2 3.23 1.11 3.09 3.36 260
Stage 3 3.50 0.97 3.30 3.62 257
7. Attitudes toward English-speakers Stage 1 2.90 1.00 2.78 3.03 257
Stage 2 2.77 1.02 2.65 2.90 259
Stage 3 2.97 0.91 2.86 3.08 257
8. Bad learning experience in learning EFL Stage 1 2.97 1.12 2.83 3.10 255
Stage 2 3.15 0.88 3.04 3.26 259
Stage 3 3.15 0.89 3.04 3.26 257
9. Parental Eneouragement to learn EFL Stage 1 4.21 0.92 4.09 4.32 259
Stage 2 4.14 0.94 4.02 4.25 257
Stage 3 4.04 1.08 3.90 4.17 252
10. Arab identity and learning EFL Stage 1 2.07 1.20 1.92 2.22 252
Stage 2 3.81 1.09 3.67 3.94 257
Stage 3 3.94 1.08 3.81 4.07 257
11. Anxiety in learning EFL Stage 1 3.31 1.28 3.15 3.47 248
Stage 2 2.39 1.17 2.24 2.53 251
Stage 3 2.44 1.20 2.29 2.59 254
12. Confidence in learning EFL Stage 1 4.04 1.11 3.90 4.18 250
Stage 2 3.80 1.19 3.65 3.95 255
Stage 3 3.80 1.17 3.66 3.95 248
13. Teacher evaluation '^ Stage 1 5.87 1.28 5.71 6.03 246
Stage 2 5.39 1.64 5.18 5.60 240
Stage 3 6.00 1.38 5.82 6.17 253
14. Rapport of teacher of English Stage 1 5.90 1.29 5.73 6.06 247
Stage 2 5.18 1.88 4.94 5.43 237
Stage 3 6.02 1.47 5.84 6.21 252
15. Competence of teacher of English Stage 1 5.92 1.30 5.75 6.08 245
Stage 2 5.49 1.66 5.28 5.70 237
Stage 3 5.80 1.51 5.62 5.99 251
16. Inspiration of teacher of English Stage 1 5.65 1.48 5.46 5.84 242
Stage 2 5.20 1.81 4.96 5.43 234
Stage 3 5.74 1.60 5.54 5.94 248
17. Course evaluation Stage 1 5.05 1.63 4.84 5.25 242
Stage 2 4.57 1.89 4.32 4.81 236
Stage 3 5.02 1.82 4.79 5.25 249
18. Difficulty of the English course Stage 1 5.08 1.49 4.89 5.27 239
Stage 2 4.43 1.78 4.20 4.65 243
Stage 3 4.95 1.64 4.75 5.15 255
As mentioned in chapter 3, themes 13-16 represent students' evaluations for their teachers of English, 
whereas themes 17-20 are evaluations of the English classes.
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19. Utility of the English course Stage 1 
Stage 2 
Stage 3
5.93
5.30
5.81
1.37
1.80
1.54
5.76
5.07
5.62
6.01
5.53
6.00
243
242
254
20. Interest (in the English class) Stage 1 5.03 1.65 4.82 5.24 244
Stage 2 4.36 1.94 4.11 4.61 241
Stage 3 5.00 1.74 4.79 5.22 255
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T-test analysis showing the change of attitudes and motivations findings at stage 1, 2
and 3.
Table 2 Change of Attitudinal and Motivational Findings in Stage 1 and Stage 2
Year Mean SO Sig. (2-tailed)
Instrumental orientation Stage 1 4.07 0.70 .337
Stage 2 4.01 0.77
Integrative orientation Stage 1 3.90 0.87 .360
Stage 2 3.83 0.89
Attitudes toward English-speakers Stage 1 2.90 1.0 .144
Stage 2 2.77 1.0
Desire Stage 1 2.60 0.79 .000
Stage 2 3.13 0.96
Arab identity Stage 1 2.07 1.20 .000
Stage 2 3.81 1.09
Parental encouragement Stage 1 4.21 0.92 .405
Stage 2 4.14 0.94
Motivational intensity Stage 1 3.43 0.60 .000
Stage 2 3.67 0.79
Anxiety Stage 1 3.31 1.28 .000
Stage 2 2.39 1.17
Interest in FLs Stage 1 3.32 0.69 .000
Stage 2 3.95 0.90
Confidence Stage 1 4.04 1.11 .020
Stage 2 3.80 1.19
Attitudes toward English Stage 1 3.12 .717 .188
Stage 2 3.23 1.11
Bad learning experience Stage 1 2.97 1.12 .042
Stage 2 3.15 .884
Teacher evaluation Stage 1 5.87 1.28 .000
Stage 2 5.39 1.64
Rapport Stage 1 5.90 1.29 .000
Stage 2 5.18 1.88
Competence Stage 1 5.92 1.30 .002
Stage 2 5.49 1.66
Inspiration Stage 1 5.65 1.48 .003
Stage 2 5.20 1.81
Course evaluation Stage 1 5.05 1.63 .003
Stage 2 4.57 1.89
Difficulty Stage 1 5.08 1.49 .000
Stage 2 4.43 1.78
Utility Stage 1 5.93 1.37 .000
Stage 2 5.30 1.80
Interest Stage 1 5.03 1.65 .000
Stage 2 4.36 1.94
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Table 3 Change o f Attitudinal and M otivational Findings in S tage 1 an d  S tage 3
Year Mean SO Sig. (2-tailed)
Instrumental orientation Stage 1 4.07 0.70 .156
Stage 3 4.16 0.70
Integrative orientation Stage 1 3.90 0.87 .449
Stage 3 3.96 0.79
Attitudes toward English-speakers Stage 1 2.90 1.00 .436
Stage 3 2.97 0.91
Desire Stage 1 2.60 0.79 .000
Stage 3 3.34 .957
Arab identity Stage 1 2.07 1.20 .000
Stage 3 3.49 1.08
Parental encouragement Stage 1 4.21 0.92 .059
Stage 3 4.04 1.08
Motivational intensity Stage 1 3.43 0.60 .000
Stage 3 3.76 0.74
Anxiety Stage 1 3.31 0.69 .000
Stage 3 4.14 0.83
Interest in FLs Stage 1 3.32 0.69 .000
■ Stage 3 4.14 0.83
Confidence Stage 1 4.04 1.11 .021
Stage 3 3.80 1.17
Attitudes toward English Stage 1 3.12 0.71 .000
Stage 3 3.50 0.97
Bad learning experience Stage 1 2.97 1.12 .038
Stage 3 3.15 0.89
Teacher evaluation Stage 1 5.87 1.28 .306
Stage 3 6.00 1.38
Rapport Stage 1 5.90 1.29 .300
Stage 3 6.02 1.47
Competence Stage 1 5.92 1.30 .379
Stage 3 5.80 1.51
Inspiration Stage 1 5.65 1.48 .523
Stage 3 5.74 1.60
Course evaluation Stage 1 5.05 1.63 .868
Stage 3 4.02 1.82
Difficulty Stage 1 5.08 1.49 .361
Stage 3 4.95 1.64
Utility Stage 1 5.93 1.37 .364
Stage 3 5.81 1.54
Interest Stage 1 5.03 1.65 .850
Stage 3 5.00 1.74
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Table 4 Change o f  Attitudinal and M otivational Findings in S tage 2 and  S tage 3
Year Mean SD Sig. (2-tailed)
Instrumental orientation Stage 2 4.01 0.77 .022
Stage 3 4.16 0.70
Integrative orientation Stage 2 3.83 0.89 .088
Stage 3 3.96 0.79
Attitudes toward English-speakers Stage 2 2.77 1.02 .022
Stage 3 2.97 0.91
Desire Stage 2 3.13 0.96 .011
Stage 3 3.34 0.95
Arab identity Stage 2 3.81 1.09 .169
Stage 3 3.94 1.08
Parental encouragement Stage 2 4.14 0.94 .267
Stage 3 4.04 , 1.08 -
Motivational intensity Stage 2 3.67 0.79 .192
Stage 3 3.76 0.74
Anxiety Stage 2 2.39 1.17 .608
Stage 3 2.44 1.20
Interest in FLs Stage 2 3.95 0.90 .018
Stage 3 4.14 0.83
Confidence Stage 2 3.80 1.19 .981
Stage 3 3.80 1.17
Attitudes toward English Stage 2 3.23 1.11 .003
Stage 3 3.50 0.97
Bad learning experience Stage 2 3.15 0.88 .948
Stage 3 3.15 0.89
Teacher evaluation Stage 2 5.39 1.64 .000
Stage 3 6.00 1.38
Rapport Stage 2 5.18 1.88 .000
Stage 3 6.02 1.47
Competence Stage 2 5.49 1.66 .030
Stage 3 5.80 1.51
Inspiration Stage 2 5.20 1.81 .001
Stage 3 5.74 1.60
Course evaluation Stage 2 4.57 1.89 .008
Stage 3 5.02 1.82
Difficulty Stage 2 4.43 1.78 .001
Stage 3 4.95 1.64
Utility Stage 2 5.30 1.80 .001
Stage 3 5.81 1.54
Interest Stage 2 4.36 1.94 .000
Stage 3 5.00 1.74
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Appendix H: The Interviews’ Findings
Table 1 Different Perspectives of Integration with English-Speaking Societies (N=18)
Positive perspective frequency Negative perspective frequency
Findings in stage 2
1. English-speaking people are cultured 
and civilised people (FSH 4, MSH 7, FAL 
15)
3 1. interest in the language only (FAL 3, MAE 
9, FAL 15, FAL 17)
4
2. desire to share with them their customs 
and culture (FAL3, MAE 12, FAH 16)
3 2. integration with English-speaking societies 
to a certain degree while maintaining their 
values and own culture and acquiring only the 
good things from them (FSE 2,MSH 7, MSH 
14)
3
3. communication enhances individuals 
behaviour.(MSL 13).
1 3. English-speaking people do not have the 
Islamic values (FSH 1, FSH 4)
2
4. desire to be a member of their society 
(MAH 10).
1 4. no real desire to be part of their community 
and dislike for the English-speakers (MAH 11, 
FAL 17)
2
5. English-speaking people are better than 
Arabs (FSE 5)
1 5. some behaviours do not match with Arab 
culture (MAE 9)
1
6. integration is more difficult for Muslim Arab 
girls (FAH 18)
1
7. Nothing special about them and 
their language is difficult (MSL 8)
1
Findings in stage 3
1. integrating to a certain degree while 
maintaining their values and own culture 
(MAE 4, MAE 6, FSE 10, FAH 11, FAL 
12)
4 1. English speaking people's behaviour is far 
from religion especially the Islamic values and 
they do not have aims in their life. (MSH 1, 
MSL 7)
2
2. learning their language only and 
English-speakers are better than Arab 
because of their global language (MAE 4, 
FAL 15, FAL 16)
3 2.1 prefer to be Arab (MSH 2, FSH 9) 2
3. desire to share with them their customs 
and culture (MSH 2, MAE 8)
2 3. no real desire to be part of their community 
(FSH 18)
1
4. English-speaking people are kind and 
easy-going in addition they have the 
technology. (MAE 3)
1 4. 1 don’t like English (MAH 5) 1
5. 1 love America and 1 want to be part of 
them and get the nationality (FSH 9)
1
6. Making generalisation about the whole 
English-speaking community depends on 
the individuals and their characters (FAH 
11)
1
7. acquiring only the good things from 
them (MAE 8)
1
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Table 2 Motivational Orientations (N=]8)  (stage 2)
Instrum ental m otivational orientation frequency Integrative m otivational orientation frequency
1. future career (FSHl, MSH 7, MAH 10, 
M AHll)
4 1. meet English-speaking people (FSL2, 
FAL 3, MSL 13)
3
2. future study (FSHl, MAH 10, MSL 8) 3 2. travel (FSL 2, FSL 5, MAL 9) 3
3. get marks (MSH 14, FAL 17, FAH 18) 3 3. know about the English customs and 
culture (FAH 6, MSH 14)
2
4. be more knowledgeable (MAH 10, MSL 13) 2 4. love it (FSH4, FAH 16) 2
5. compulsory subject (MSL 8, FAH 18) 2 5. like the Western life (FSH 4) 1
6. Learning the language of their enemy^  ^and 
protect themselves. (FSH 1, FAH 6)
2 6. communicate with English-speaking 
people (MSL 8)
1
7. required in university and college (MAL 9) 1 7. like to speak English at different classes 
(FAH 16)
1
8. international language (FSH 1) 1 8. understand English movies (FSH 1) 1
9. knowing about technology (MSH 7) 1 9. speak like English-speaking people (FSL 
5)
1
10. parental encouragement and desire (FSH 4) 1
11. Internet use (FSL 2) 1
This orientation has been revealed in the current study and some students called attention to this new 
kind of motivational orientation. Actually, this is quoted from students own words.
257
Appendices
Table 3 Reasons Given for Success and Failure in EFL Learning (N==18) (Stage 2 and Stage 3)
Success / Failure /
Findings in stage 2
1. teacher methodology (FAH 6, MAH 10, MAH 
12, MSL 13, MSH 14, FAH 18)
6 1. unable to translate and wish to have 
instruction in Arabic (FSL 5, MAL 9, 
MAL 12, FAH 16)
4
2. like the language (FSH 1, FSH 4, MAH 11, 
MSH 14, FAH 16)
5 2. weak foundation since the beginning 
(FSL 5, MSL 8, FAL 15)
3
3. studying hard (FAH 6, MSH 7, MAH 10, FAH 
16)
4 3. teacher’s lack of proficiency and 
methodology (FSL 2, FAL 17)
2
4. parental encouragement (FSH 4, MAH 11, MSH 
14)
3 4. English is difficult (FSH 1, FAL 3) 2
5. continuous study and revision (MAH 10, MAH 
11)
2 5. not paying attention in class (MAL 9, 
MSL 13)
2
6. reading English stories, watching movies and 
memorising songs (FSH 4)
1 6. no practise (MSH 14) 1
7. paying attention to the teacher (FSH 1 ) 1 7. teacher’s character (FSH 1) 1
8. get the first class (FAH 18) 1 8. some teacher cares about money only 
(MSL 13)
1
9. like to learn other languages (MAH 11 ) 1 9. marks is only their main concern 
(FAL 17)
1
10. Being good and doing their home work 
themselves (FSH 1)
1 10. do not study continuously and do 
revision (MSL 13)
1
11. no special consideration to students’ 
different levels (FSH 1)
1
12. parental neglect (FSL 2) 1
13. no real motivation to learn English 
(MSL 8)
1
Findings in stage 3
1. parental encouragement and satisfying parents 
(MSH 1, FSH 9, MAE 4. FAH 13, FAH 17, FSH 
18)
6 1. weaknesses in English since the 
primary stage (MAE 4, MAH 5, MAE 6, 
MAE 8, FAH 11, FAL 12)
7
2. teachers' methodology and effort while teaching 
(MAL 3, MAL 4, MAH 5, FAH 11, FAL 12, FAH 
17)
6 2. level of education was not as expected 
and lack of qualified teachers (MSH 
1,MSH 2, MAE 3, MAE 6, MSL 7, FSH 
14)
6
3. students' desire and effort and self satisfaction 
(MSH2, MAH 5, FSH 9, FAH 11, FAH 13, FAH 
17)
6 3. Exam was difficult and being worried 
(MAE 8, FAL 12, FAL 15)
3
4. like English (FSH 9, FSL 10, FAH 17, FSH 18) 4 4. no parental encouragements (MSL 7, 
FSL 10)
2
5. English is important and necessary 
(MSH 1, MAL 3, FAL 15)
3 5. hate English (FAH 11, FAL 16) 2
6. English as university major (MAL 6) 1 6. teachers adhere to the curriculum only 
(MSH 1, FSH 18)
2
7. English tutoring centres and external helpful 
books (FSH 14)
1 7. the surrounding community and 
negative support in learning English 
(MSH 2)
2
8. having better social status (FAH 11) 1 8. English was not linked directly to real 
life (FAL 15)
1
9.successful experience in exams (FAL 16) 1 9. bad marks (FSL 10) 1
10. using English at home (MSH 2) 1 10. personal effort (FSL 10) 1
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